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ABSTRACT

The purpose of this study was to assess whether a relationship
existed between certain resource characteristics and designated outcomes
within Upward Bound programs whose student enrollments were predomi
nately American Indian.

Positive outcomes included achievement test

gains in both comprehension and reading, high school retention, the
number of high school graduates, and enrollment in post-secondary
education.

Ten Upward Bound projects from an eight-state area were

involved in the study.
Data were collected from directors and staff using a question
naire, the Bogardus Social Distance Scale, and Hersey and Blanchard's
LEAD Self and LEAD Other.
Factor analysis, stepwise multiple linear regression, and
Pearson Product Moment Correlation Coefficient were used.

Results

showed that certain resource characteristics related to stated outcomes.
In the areas of achievement test gains in comprehension and
reading and in post-secondary enrollment, the variance was limited.
Native American counselors did relate significantly to achievement test
gains in reading and in the number of high school graduates.
Major findings were that Native American directors; higher paid
directors; additional enrichment programs; older, more established
Upward Bound projects all related to increased high school retention
and larger numbers of high school graduates.

Other variables related

to either high school retention or high school graduation.

ix

Attitude of the staff toward minorities, amount of money spent
on supplies and equipment, and advanced educational levels of summer
instructors all related to high school retention.

The more summer

instructors in math, science, social studies, and English, the better
the high school graduation rate.
Leadership qualities related to high school graduation only.
These included the director's perception of the co-director's leadership
effectiveness, the director's perception of the co-director's leadership
style of low task and high relationship, and the staff's perception of
the director's leadership style of high task and high relationship.

x

CHAPTER I

INTRODUCTION

Background of the Study
In the 1960s, the "rediscovery" of poverty in the United States
and the movement for racial equality supported major social legislation
at the national level that produced many programs, including educational
programs, to aid the disadvantaged.

Poor people and minorities had not

been succeeding in their educational experiences.

Because lack of

education appeared to be a crucial causative factor in the "poverty
cycle" and was believed to be open to effective change, enhancing and
improving educational opportunity became a major strategy of the federal
government for combating the national problems of poverty and discrimi
nation (Organization for Economic Cooperation and Development 1981).
In his State of the Union message to the Congress in January
1964, Pres. Lyndon B. Johnson declared an "unconditional war on poverty
in America"— a war which, as he explained, was "not only to relieve the
symptoms of poverty, but to cure it; and above all, to prevent it."
In the budget message President Johnson said, "I have provided over
$1 billion of new obligational authority to begin an all-out attack on
the problem of poverty in the United States."

The president's program

to eliminate poverty was delineated and described in his message of
16 March 1964 to the Congress.

The goal he pointed to was, "An America
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in which every citizen shares all the opportunities of his society, in
which every man has a chance to advance his welfare to the limit of his
capabilities."

The result of the president's fervor was the Economic

Opportunity Act of 1964 (U.S. Congress 1964).
Upward Bound was created under the amended Economic Opportunity
Act of 1964.

Other important compensatory education acts which also

evolved from this legislation have assisted Native Americans.^
Included were Head Start, Title I of the Elementary and Secondary
Education Act, Youth Employment Training, Vocational Education, Talent
Search, Special Services for Disadvantaged Students, Educational
Opportunity Centers, College Work Study, Educational Opportunity Grants,
College Student Loans, Teacher Corps, Job Corps, and Volunteers in
Service to America (VISTA).
The National Advisory Council on Indian Education (1974) offered
the following observation:
One of the most significant accomplishments in Indian affairs
during the 1960's was the enactment of legislation— the Economic
Opportunity Act— which gave Indians the opportunity to partici
pate in and control their own programs. Head Start programs, for
example, were the first meaningful effort to provide early
childhood experiences for Indian children. Upward Bound, Job
Corps, and VISTA all had significant Indian participation.
(p. Ill)
Upward Bound grew out of a pilot project in the summer of 1965
that had been proposed by Dr. Thomas Billings of Washington State
College.

This pilot project was in response to a number of uncoordi

nated requests to the federal government and foundations to establish
a college-sponsored program that would give disadvantaged students the
opportunity to attend college and succeed academically.

The pilot

^■The terms Native American, American Indian, and Indian are all
used synonymously throughout this study.
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project, in which slightly over 2,000 students participated, was under
taken in sixteen institutions of higher education.

The summer pilot

project was followed by a 1965-66 academic follow-up pilot project
involving 1,200 students (McCalley 1979).

As a result of the success

of these pilot projects, Upward Bound programs were established through
out the nation the following year.

In 1968 the Upward Bound program

was transferred from the Office of Economic Opportunity to the United
States Office of Education.

The present legislative authority for the

Upward Bound program is the education amendment of 1972, Public Law
92-318 (Koe 1980).
Upward Bound, as a federally funded program, was designed to
reach low-income high school students who had potential for successfully
completing a post-secondary program but who, due to inadequate prepara
tion or lack of motivation, were prevented from seeking higher education
or from meeting conventional criteria for admission to a college,
university, or technical institute (Passow 1978).

To be eligible for

Upward Bound a student must need academic support to pursue successfully
post-secondary education and either be from a low-income family or be
a potential first-generation college student.
A typical Upward Bound project consisted of an academic year
component and a summer component.

During the academic year, the

participants (grades nine through twelve) received, usually on a weekly
basis, academic instruction, counseling, and, if necessary, tutoring.
They could also participate in periodic cultural-enrichment activities
such as field trips to museums.

The summer component was usually an

intensive six-week residential program on the campus of the grantee
institution where students participated in counseling and social and
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cultural activities.

They also received instruction in such subjects

as mathematics, English, reading, and science.
One of the first studies of Upward Bound was conducted by
Greenleigh Associates in 1970 and was complimentary of the program.
White, black, brown, and Indian youth from the urban slums, depressed
rural areas, isolated mountain hollows, and segregated reservations were
not only being admitted into institutions of higher education by the
thousands, but also were staying and achieving.

Rates of admission and

retention were comparable to, and often better than, those of the
nationwide population.
To appreciate the Native American's perspective on education and
to realize the implications of an Upward Bound project comprised mainly
of Native American youth, Native American education had to be understood
from a historical standpoint.

Native Americans brought to an educational

setting a background that was historically unique.

Problems of Indian

education stemmed mainly from the indigenous character of Indian people
and their peculiar relationship to the United States government and
the dominant American society.

A major premise concerning Indian people

was that they had aboriginal rights to this land; that they had cultures
and customs that dated back thousands of years; and that they had been
forced to accommodate to a more powerful group who, in the process, had
attempted to strip them of their land, their culture, and their
identity (Task Force Five 1976).
In pinpointing the basic educational problems for Native
American students, Fuchs and Havighurst (1972) wrote:
With minor exceptions the history of Indian education has
been primarily the transmission of white American education,
little altered, to the Indian child as a one-way process. The
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"school" was imposed by and controlled by the non-Indian
society whose pedagogy and curriculum was little changed for
Indian children. Its goal was to remove the child from his
"aboriginal culture" and assimilate him into the dominant
white culture.
(p. 19)

Need for the Study
There is a need to know the influences of the characteristics
of resources in Upward Bound projects that serve primarily Native
Americans.

Such programs should attempt to counterbalance the problems

encountered by Native American youth in an environment of economic
depravity, high school dropout rates, and inaccessibility to higher
education.
In the 1980 federal census the estimated number of Indians five
to seventeen years of age in the nation was 429,800.

Some of the

dismal statistics surrounding these school-age Native Americans reported
by the U.S. Office of Education (1978) were:
1.
2.
3.

4.

The average educational level for all Indians was 8.4 years.
In grades 8-12, the dropout rate was 48-39 percent.
Studies showed that Indian students scored significantly
lower in measures of achievement at every grade level than
the average white pupil and that the degree of lag was
greater at grade 12 than at grade one, indicating that the
longer students stayed in school the farther behind they
fell.
Statistics showed that 25 percent of all Indian children
started school unable to speak English.
(p. 1)
This study investigates the effect of certain variables within

the Upward Bound programs which attempt to alleviate the conditions
reflected in the present state of Indian education.

If improvement in

education for Native Americans is to occur, projects like Upward Bound
must focus upon such questions as which variables within their
respective programs help facilitate success in secondary education and
post-secondary education.
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A 1980 survey showed that more than 800,000 Indians, Eskimos,
and Aleuts live in the United States.

Culturally they represent 481

identifiable tribal groups exhibiting vast differences linguistically
and culturally, both within and between groups.

Fifty to sixty percent

of all American Indians live off reservations, many of them in rural
settlements or in small towns near reservations.

Approximately 30

percent of all American Indians reside within large urban centers.
Although there is considerable variability in social and economic
characteristics among Indian individuals and urban, rural, and reserva
tion communities, the overall picture is one of widespread poverty
(Antell 1980).
Only through programs such as Upward Bound that stress the
value of education can many young Native Americans hope to improve
their economic condition.

Upward Bound was designed to combat poverty.

Upward Bound directors survey the needs of the areas they serve
in their projects and report their findings to their Washington, D.C.,
office.

That Upward Bound has been perceived as a crucial factor in

alleviating some of the deplorable conditions existing in Indian
education is reflected in the views of one Upward Bound director whose
project serves reservation youth:
Within this area, there exists several recognizable
concentrations of low-income families. It is no coincidence
that the average reservation Native American family earns
less than $1,600 a year, or that alcoholism, unemployment,
and suicide rates, especially among the Indian youth, are
well above the national averages. These facts are not
coincidental because poverty is a vicious cyclical phenome
non, and historically, our Native Americans have always
suffered at the bottom of the dominant culture's pay scale.
As a final injustice, many of our Native Americans must live
in wretched squalor in the face of incredibly beautiful and
majestic scenery, within the very shadow of their most ancient
and sacred resource, now a possession and source of wealth to
another people.
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Poverty is not the only obstacle a Native American must
surmount in contemporary life, but unquestionably, it is one
obstacle that can be effectively dealt with. Through the
instrument of education, the attainment of skilled and profes
sional jobs can become a reality, and, in turn, can begin to
relieve some of the extreme economic chaos in which most
Indian families are forced to live.
Low income Indian students in our target area consistently
share two characteristics: low performance, and a high dropout
rate. In the past, the students entering this Upward Bound
program have entered with an average grade point average of
1.5 and, on an average, a sixth grade reading ability.
Career interest inventories that we have administered
reveal that our incoming students are extremely undirected and
have very little sense of the realities of employment and the
educational processes required to secure professional jobs.
Overall, it is apparent from here that the need for this
Upward Bound project has certainly not lessened. In fact, we
perceive it as increasing. The economic conditions in the
areas we serve, and in particular, the rural Indian reservation,
reflect the great need for educated and skilled young people.
(Carlisle 1982, pp. 1-3)
There is a need for Upward Bound and there is a need to serve a
special segment in our society, the Native American.

This study was

designed to help answer the question of what resources within an Upward
Bound program best serve the Native American.

Purpose of the Study
The purpose of this study is to identify the characteristics of
resources within Upward Bound programs that show a positive relationship
with the program's major objectives.

These three objectives are (1) to

increase the high school retention rates of its participants, (2) to
increase the rate of entry of participants into post-secondary institu
tions, and (3) to generate the skills and motivation required for
success in education beyond high school (Passow 1978).

The specific

question addressed in this study is, "Are there within the Upward Bound
projects certain identifiable characteristics of resources that
significantly correlate with the outcomes of improving basic skills,
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reducing the number of high school dropouts, increasing the rate of
high school graduation, and encouraging enrollment in post-secondary
education?"
Jencks (1979) wrote about poverty and educational inequality
and concluded that students from disadvantaged groups have little
self-evident justification for the necessity of education.

With social

and environmental conditions seemingly insurmountable, these students
have little desire to produce and compete in the mainstream of society.
Upward Bound was designed to address these inequities.

The purpose of

this study is to identify resources within an Upward Bound program that
are assisting to motivate Native Americans toward educational parity.
Native Americans are needed in the professions, as attested to
by the 1980 study conducted by Bacone College ("American Indians" 1980)
Professional Fields
Medicine
Business
Engineering
Law
Education
Librarians
(p. 4)

American Indians
1,267
425
176
250 (est)
3,968
61

Needed for '
8,998
5,825
6,167
2,019
16,862
954

Through an introduction to college life, Upward Bound should
motivate the Native American student toward college-oriented careers.
One Upward Bound project director stated the purpose of his program by
the use of a brochure (Reuter 1983).

This brochure, designed for a

predominately Native American population, contained this message:
Upward Bound is for freshmen, sophomores, juniors, and seniors
from low income families:
Who want a pre-college program
Who want a satisfactory educational experience and get to know
staff on the human level
Who are bright and talented but bored or frustrated with school
Who have had either good or poor grades in the past
Who want to better understand themselves
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Who want to develop skills they feel are necessary in life
Who want to explore possibilities of attending a college or
vocational technical school
Upward Bound can offer to me
Instruction in basic academic skills
Guidance and counseling with regard to educational and career
opportunities
A comprehensive counseling and enrichment program for the
purpose of developing creative thinking, effective expression
and positive attitudes toward learning
Tutoring in my high school classes
Field trips
A six-week summer program
High school credit
College credit for seniors
Stipends
Summer CETA work position
A great summer experience.
(p. 1)
Several of the points listed in the brochure are addressed in
this study.

Among them are such characteristics as basic skills

improvement, high school retention, enrichment programs, stipends, and
enrollment in post-secondary education.

Delimitations of the Study
This study is delimited to:
1.

Ten Upward Bound projects with over 75 percent Native

American enrollment in the eight states of Arizona, Colorado, Idaho,
Michigan, Montana, North Carolina, North Dakota, and Utah.
2.

Native American students, reservation and non-reservation,

enrolled in Upward Bound in the eight states.
3.

The 1982-83 Upward Bound grant year.

4.

The responses of Upward Bound directors, co-directors, and

staff involved in the ten projects.
5.

Writer-designed mail questionnaire to obtain data.
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Dependent and Independent Variables
The dependent variables in this study are achievement test
gains in comprehension and reading, the number of high school dropouts,
the number of high school graduates, and enrollment in post-secondary
education.

Dependent variables are the stated outcomes in statistics.

Fifty-nine independent variables were generated by the researcher
for initial analysis.

The independent variables were then subjected to

factor analysis in order to reduce them to more meaningful and
orthogonal groupings for the regression analysis against the dependent
variables.

Chapter 3 explains this statistical procedure.

For purposes of initial description the researcher categorized
the independent variables (before factor analysis) into five groups:
Student, Program, Finance, Staff, and Leadership.

These variables are

listed by categories as follows:
Student variables included whether the students were from
reservation or non-reservation areas; whether the students were enrolled
in a school year and/or summer session of Upward Bound; whether the
student had been in Upward Bound one year or more; and whether the
student came from a one-parent, two-parent, or extended-family home.
Program variables included the number of years the Upward Bound
projects had been on campus and the number of enrichment programs that
had been offered in addition to basic courses.

Program variables also

included the overall ratings of these enrichment programs (trips to
museums, field trips to metropolitan areas, noted speakers, powwows,
dances, banquets); the utilization of advisory boards; and the degree of
emphasis on financial aid assistance.
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Finance variables included the grant money appropriated; the
salary of the director, co-director, and summer instructors; staff and
student travel expenditures; recreation, equipment, and supplies
expenditures; and money given to students in the form of stipends.
Staff variables included the years of experience of the
director, the minority attitudes of the staff and director, the number
of summer instructors, the educational level of the summer instructors,
and whether the summer staff or director was Native American.
Leadership variables included the leadership style of the
director and co-director, the effective leadership score of the director
and co-director, the perceived leadership style of the director by the
staff, the perceived effective leadership score of the director by the
staff, and the perceived leadership style and effective leadership score
of the co-director by the director.
It should be noted that these categories are a priori and will
be changed to a posteriori through factor analysis.

The factors as

determined by principal components factor analysis will be clarified in
chapter 3.

Six independent factors were identified through factor

analysis.

Null Hypotheses
The following null hypotheses were identified for this study:
Null hypothesis 1.

There is no statistically significant

relationship between the six independent factors and Upward Bound
project outcome of achievement test gains in comprehension.
Null hypothesis 2 .

There is no statistically significant

relationship between the six independent factors and Upward Bound
project outcome of achievement test gains in reading.
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Null hypothesis 3.

There is no statistically significant

relationship between the six independent factors and Upward Bound
project outcome of number of high school dropouts.
Null hypothesis 4.

There is no statistically significant

relationship between the six independent factors and Upward Bound
project outcome of number of high school graduates.
Null hypothesis 5.

There is no statistically significant

relationship between the six independent factors and Upward Bound
project outcome of enrollment in post-secondary education.

CHAPTER II

REVIEW OF THE LITERATURE

Introduction
Fundamental to the present study are the congressional enact
ments affecting Indian education.

This chapter provides a review of

the literature regarding the federal government's commitment to Indian
education and the legislation this involvement entailed.

The literature

review also includes research on Native American students in relation
to (1) reservation settings, (2) schooling characteristics, (3) family
factors, (4) educators, and (5) stereotyping.

An examination is also

made of the development of the Upward Bound program from its inception
that included aspects of program development, leadership, finance,
objectives, and evaluations.

Literature relating to both the education

of the Native American and Upward Bound projects is included where
relevant.

Federal Involvement in Indian Education
The "American Indian" has existed as an entity for only some
five hundred years since his first contact with the Europeans; whereas
his tribal identity on this continent may have existed for some 25,000
years (Cahn 1969).

There were many nations of Native Americans with

languages and cultures as diverse from each other as they were from
the overwhelming tides of Europeans and Africans that would soon engulf
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them.

It is this heritage and cultural background that the First

American brings to an educational setting.

It is also in this context

of First American that the policies of the federal government toward
Native Americans have developed.
Because of the unique history of Native American political
relations with the federal government, Indian education developed
differently from that for the bulk of Americans.

A federal commitment

to Indian education, which developed over the years, placed American
Indians in a special position in relation to education as compared to
other peoples for whom the states and local communities assumed full
educational responsibility (Fuchs and Havighurst 1972).

This special

relationship was apparent from the very beginnings of this country's
history and has grown through treaties and legislative acts to the
federal government's current role.

The federal government holds the

major responsibility for the education of Native Americans.
The Constitution of the United States, Article I, Section 8,
states that "the Congress shall have the power . . .

to regulate

Commerce with foreign nations, and among the several states, and with
the Indian tribes."

This section of the Constitution provided the legal

background for federal involvement in Indian affairs.

The first written

policies between the United States and the Indian nations were in the
form of treaties.

The treaty period was from 1778 to 1871.

Those

treaties altogether ceded over a billion acres of Indian lands to the
United States in exchange, generally, for promises of peace, specific
reserves of land to Native Americans, hunting and fishing rights, and
almost always guarantees of health care and education for those tribes
who entered into the treaties with the United States government.
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The first treaty which specifically committed the government to
provide a program of education was made on 2 December 1794 with the
Oneida, Tuscarora, and the Stockbridge Indians.

This treaty stipulated

that the federal government would set up a complete gristmill and
sawmill and provide for three years one or two suitable persons quali
fied to manage the mills and also "instruct some young men of the three
nations in the arts of miller and sawyer" (Blue Dog 1979) .
On 3 March 1819 the federal Congress enacted its first piece of
legislation directed toward the education of the American Indian.

This

statute became the foundation stone of federal Indian education.
Be it enacted by the Senate and House of Representatives of
the United States of America in Congress assembled, That the
purpose of providing against the further decline and final
extinction of the Indian tribes, adjoining the frontier
settlements of the United States, and for introducing among
them the habits and arts of civilization, the President of
the United States shall be and he is hereby authorized, in
every case where he shall judge improvement in the habits and
conditions of such Indians practicable, and that the means of
instruction can be introduced with their own consent, to employ
capable persons of good moral character, to instruct them in
the mode of agriculture suited to their situation; and for
teaching their children in reading, writing, and arithmetic
and performing such other duties as may be enjoined, according
to such instructions and rules as the President may give and
prescribe for the regulation of their conduct, in the discharge
of their duties.
Sec. 2. And be it further enacted, That the annual sum of ten
thousand dollars be, and the same is hereby appropriated, for
the purpose of carrying into effect the provisions of this act;
and an account of the expenditure of the money, and proceedings
in execution of the foregoing provisions, shall be laid annually
before Congress.
(Fischbacher 1967, pp. 104-105)
The very existence of stipulations for education in the treaties
attests to the desire for and value of learning among the Indian tribes.
The effect upon the American Indian of the institutionalizing of
learning may have been a different matter, however.
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Fuchs and Havighurst (1972) explained that although schools were
institutions designed by whites to acculturate and assimilate the
Native Americans, Native Americans were appreciative of the significance
and value of education.

As early as 1791, the Senecas requested

teachers from Pres. George Washington.

Before the Removal Act of 1830

several southeastern tribes, including the Choctaws, the Cherokees,
the Creeks, the Chickasaws, and the Seminoles, maintained schools
operated and financed by themselves.

The Cherokee Republic was reported

to have had literacy rates as high as 90 percent— a higher percentage
than for the white-settler population of Texas or Arkansas.
The Cherokee Chief, Path Killer, wrote a letter dated 12 July
1818 to the United States Commissioner of Indian Affairs, Joseph
McMinn, relating the promises of Mr. Charles Densmore, a previous
commissioner, in an earlier treaty negotiation:
He also promised to have schools established to educate our
children and now we [have] schools in our country, I am very
much pleased with the progress of the civilization of my nation.
(Deloria 1975, p. 43)
By the late 1890s the federal government had closed all tribally
funded schools and the education of Native Americans came under the
control of the newly formed Bureau of Indian Affairs (BIA).

From 1890

until the early 1930s, when Native American students entered public
schools, the majority of Indian schools were operated by the federal
government (Deloria 1975).
To the present time the BIA, through the Department of the
Interior, has maintained a wardship over Indian education.

BIA

administers and operates local reservation schools and area boarding
schools.
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Present day Indian educators attest to the importance placed
on education for Native American youth.

A. Gay Lawrence, of the

National Indian Education Association, wrote that "education is the
thread that is interwoven throughout all aspects of Indian life.
Quality education has always been stressed by tribal leaders since the
earliest times as evidenced by the inclusion of education in our
treaties, programs, and requests" (1980, p. 2).
In the early 1920s the status of the Native American was
undefined.

Lewis Meriam, in a note to the Secretary of the Interior in

1928, concluded that the whole Indian problem was essentially an educa
tional one.

Public school districts in the 1930s were questioning the

non-tax status of their Indian population and Native Americans were
requesting more control over their affairs, including education.
In 1924 Congress passed an act granting full citizenship to all
American Indians who had not previously been considered citizens and by
doing so granted them the right to vote.

The act also entitled them to

a free public education.
In 1926 Lewis Meriam and a group of associates at the University
of Chicago were assigned the task of making a comprehensive survey of
the social and economic conditions of the American Indian.

Recommenda

tions included improving living conditions and improving general
economic conditions.

The Meriam Report indicated that the majority of

Indians were poor and not adjusted to the economic and social system
of the dominant white culture.

Indians were receiving inferior services

from public officials who were supposed to be serving the Indians' needs.
The education of Indian pupils was grossly inadequate.

Further, Indians

were under an educational system imposed on them by another culture.
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The Meriam Report gained wide attention and heightened the
public's concern regarding Indian education.

Congress provided

$1,000,000 for the support and education of Indian pupils in federal
schools— in addition to the regular, annual appropriations.

The Meriam

Report stimulated this appropriation but the Great Depression delayed
its implementation for several years.
The Indian Reorganization Act of 1934 permitted tribes to
reorganize their own institutions and, in part, to manage their own
affairs.

This act allowed Native Americans, for the first time, to

organize their own tribal governments, under the sanction of the federal
government.

This act also laid the groundwork for Indian initiatives

in their own education.

It would be many legislative acts and many

years later, however, before they had any actual control over the
education of their children.
Another significant piece of legislation affecting Indian
education was the Johnson O'Malley Act enacted by Congress in 1934.
This act gave the Secretary of the Interior broad authority to contract
with individual states and local agencies for the education of Indian
children.

This act was broad enough to permit use of federal funds

for educational needs of Indian students in any place where a case
could be made for such needs.

Generally, these special cases would

occur in those public schools near reservations with a concentration of
Native American students.

In many instances these funds would be used

for books, fees, and special activities for Native American students in
these settings.

In some instance Johnson O'Malley funds went to the

public school system to supplement the lack of tax support for Native
American students, although this type of funding was not the intent of
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the act.
Public Law 81-874 and Public Law 81-815 passed by Congress in
1950 provided public schools with monies in lieu of taxes for Indian
education.

These two laws served to expand the role of the federal

government in Indian education.

Public Law 81-874 provided funds to

school districts impacted by federal activities such as military bases,
trust land, and reservations.
their use of these funds.

School districts were unrestricted in

Later legislation made expenditures subject

to approval by the Native Americans in whose name the money was received.
Public Law 81-815 provided funds for school construction in federally
impacted districts.

Money from this legislation helped construct more

adequate school buildings on many reservations.
In 1964 Pres. Lyndon B. Johnson signed the Economic Opportunity
Act, an act that had particular relevance to Indians.

It was designed

to provide educational and training opportunities to people whose
schooling had been inadequate or who had failed to acquire the skills
necessary to obtain employment.

Vocational training and residential

training centers were instituted.
Indian education benefited further from the Economic Opportunity
Act with the establishment of early childhood programs such as Head
Start.

Upward Bound programs were also funded through this act.
In 1965, the Elementary and Secondary Education Act (ESEA),

Title I, authorized funding of programs that provided special oppor
tunities for disadvantaged students.

The stated purpose of ESEA was

to improve the scholastic achievement of economically disadvantaged
children and adolescents.

ESEA was the centerpiece of an array of

measures that extended federal concern to other previously excluded
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groups: migrant workers, Indians, the handicapped, and those who had
a limited command of English (Berke and Moore 1982).

Title I, now

called Chapter I, since its inception has operated in reservation
schools to remediate student deficiencies in reading, language arts,
and math.
Probably the most comprehensive federal commitment to Indian
education came with Public Law 92-318, the Indian Education Act of 1972.
This act was aimed at all Indian children in the public schools
regardless of tribal affiliation.

Title IV-A of this law provided new

funds for pilot programs and projects designed to meet special needs
of Indian children, such as bilingual/bicultural classes, guidance and
counseling, and culturally relevant programs.

Additional entitlement

within this law included Title IV-B for special grants and Part C for
adult education.

This act also created an Office of Indian Education

within the Office of Education to administer the program.
Within this newly formed Office of Indian Education, Dr.
William Demmert became the first Deputy Commissioner.

In 1976, to voice

his support of the Indian Education Act, Dr. Demmert wrote:
Through its services, demonstrations, and training activi
ties under the Indian Education Act, the Office of Education
is assisting the educational system of the United States by
strengthening the system's capacity to provide an equal educa
tion for Indian students.
The 1972 Act has created a minor revolution in Indian
education and stimulated new direction, thought, and leaders.
(p. 4)
The Indian Education Act has carried a positive impact into the
1980s.

The latest report by the U.S. Office of Education (1982) showed

that 161 American Indian students received $1,421,989 in fellowships
for the school year 1982-83.

The fellowships were awarded under the

Indian Education Act for graduate and undergraduate study.
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For years tribal governments had been petitioning the federal
government for the opportunity to have a stronger voice in their own
affairs, such as the right of greater participation in the education of
their children.

The Indian Self-Determination and Education Assistance

Act, Public Law 93-638, was passed by Congress in 1975 and was designed
to strengthen tribal government.

One of the positive aspects of this

act for Indian education was the formation of tribally administered
and operated Indian schools.
After the passage of the Indian Self-Determination and Education
Assistance Act, Congress the same year created the American Indian
Policy Review Commission.

This commission was to report to the Congress

on ways to assist the American Indian in the implementation of this new
self-determination policy.

The Commission's final report included a

recommendation that Congress enact legislation to aid tribal governments
and Indian communities in taking responsibility for control of their
children's education, including recruiting and training Indians to serve
as teachers in practically all schools with a predominately Indian
enrollment (Havighurst 1981).
In 1976 the American Indian Policy Commission received an
official statement from a group of Native Americans representing the
Coalition of Indian-controlled School Boards (Task Force Five).

The

statement reflected the philosophy many Native Americans have toward
education.
We Indian adults do not need to read the mountains of
scholarly studies on Indian education to know how badly the
schools of the past have failed us. We know it only too well
from personal experience. A few tribes in the last century,
like the Cherokee and Choctaw, operated their own school
systems and brought their people to a higher level of literacy
than their non-Indian neighbors but their school systems were
abolished by the U.S. government in the 1890's and their
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educational level has since plummeted disastrously. All too
often, schools were used as a weapon against Indians in order
to destroy what we hold most dear— our culture and our
civilization. Instead of building on what we were as a people
so that we became educated in Western ways, as it is normally
done, we were almost demoralized by this attack on our very
being as individuals.
It is a miracle that we have survived as well as we have
and it is no wonder that we have not been able to use the
school in the past as a vehicle for our improvement. We feel
we must now step forward to act in our own behalf and in our
children's behalf. . . .
We want our children to take their rightful place in the
destiny of America as have the children of so many people.
We know that America is now a mosaic of many different groups.
Most of them have made themselves a secure place in our system.
We know that America allowed them to use the school system to
better themselves, to insure their children's success. We only
ask the same.
It has taken more than one hundred years to bring the Indian
people to this present low point in our history. The schools
must accept much of the blame for that decline. We know, how
ever, that if Indian people are allowed to create a bicultural
education for our children which will blend the best of two
great civilizations then we will not need one hundred years to
regain our greatness as a people. And we know we will live to
see the day when our children take their place in the American
sun.
(p. 12)
As has been shown, Indian education has developed from the
beginning under the auspices of the federal government.

The many

legislative appropriations and laws passed by Congress relating to
Indian education indicated "good intent."

Many gains have been achieved

as a result of these acts for Native American people.

However, it

would be unrealistic to ignore the fact that educational achievement,
economic self-sufficiency, or better living conditions have not yet
been attained by or for many Native Americans.
The federal government continues to be obligated by treaty,
custom, and moral persuasion to fulfill its responsibility to provide
educational services and facilities for a large portion of American
Indians still living on or near Indian-owned and restricted-trust lands
(Fuchs and Havighurst 1972).

The struggle for educational parity with
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the dominant culture continues.

Related Research on Native American Youth
Native American students bring to any educational setting an
educational background unique by virtue of race.

The economics of

reservation life, lower student achievement, and disrupted family
background are problems that Upward Bound project directors face in
assisting Native American students in their aspirations for continued
education.
Johnson (1970) pointed out that the low educational level,
large degree of dependence on government welfare, high incidents of
tuberculosis, and a life span well below the national average were all
indexes of the deprivation of the American Indian.

Because of these

problems, Johnson stated, the American Indians were poorly equipped to
compete in American society.
Others besides Johnson have written of the unsatisfactory
conditions pertaining to Native Americans.

The review of available

research, including reports by the federal government, indicated that
the problems could be described by categories relating to the independent
and dependent variables of this study.

Reservation
The Upward Bound students involved in this study were mainly
from reservation areas.
students on the rolls.

Only one project did not have any reservation
Therefore, nine of the ten Upward Bound directors

were confronted directly with the problems relevant to reservation youth.
Life on an isolated reservation does not provide Native
American children with the same experiences as those enjoyed by the
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white child living in a modern middle-class community.

Barnette (1968)

concluded that wherever Indian reservations were found there were
common characteristics that tended to be mostly negative.

He noted

that extensive poverty, poor housing, illness of all types, severe
unemployment, isolation, and poor school attendance were among the
more common problems of living on a reservation.
A subcommittee report from the Office of Indian Education in
1982 stated that the educational needs of Indian children were greatest
in states where large proportions of Indians were still living on
reservations.

The report also showed that as many as 13.3 percent of

school-age Indian children living on reservations were not enrolled in
school (U.S. Office of Education 1982).
Reservation life also posed the problem that for many Indians,
English is a second language.

Special tabulations of the 1980 census

sample returns indicated that about 103,000 Indian children in public
schools, or about 29 percent of the 360,000 Indian children in public
schools, were from homes where an Indian language was regularly spoken.
The proportion of children in Indian language homes was highest in the
states where most of the children were living on reservations (71.3%).
The findings of Barnette, the Office of Indian Education, and
the United States Census Bureau are of particular importance to states
with reservations.

The 1980 census (U.S. Department of Commerce 1980)

reported the largest percentage of Indian youth five to seventeen years
of age were located on reservations in the states of Arizona, Montana,
New Mexico, and South Dakota.

Other states with large numbers of

reservation youth included Alaska, Minnesota, North Carolina, Oklahoma,
Oregon, Washington, and Wisconsin.

These states along with urban areas
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in California, Michigan, New York, and Texas had the largest concentra
tion of Native American school-age youth in the United States.
Native American youth experience in their own setting, the
reservation, conditions of hardship when compared to non-Indian youth.
These conditions must be considered in any program dealing with
reservation youth.

Student
Upward Bound offers Native American students the opportunity for
extended educational experiences.

These students bring to an Upward

Bound program personal, social, and academic problems.

Researchers

have listed some of the areas of concern in the educational process of
Native American youth.
A cultural heritage that is different in terms of dress, foods,
custom, and language from the dominant culture can cause emotional
conflicts.

Several investigators have suggested that an Indian

student's concept of himself and his abilities was a major factor in
his achievement level (Coleman, Campbell, Hobson, McPartland, Mood,
Weinfeld, and York 1966; Hobart 1963).
American Indians share a centuries-old psychohistorical
experience of massive disenfranchisement, powerlessness, and enforced
dependency.

The aftermath of this legacy has been family disunity,

unemployment, alcoholism, and suicidal behavior.

American Indian

adolescents have observed such manifestations in their parents and
tribes.

Hammerschlag (1974) wrote that the struggle for self-discovery

was the major task of adolescent development.

That struggle could be

magnified by certain psychological forces which retard ego identity
development.

Hammerschlag could have been writing about American Indian
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adolescents.

The alienation, disorientation, and confusion of adoles

cence became magnified in the face of such negative parental and tribal
identification.
Besides having the problem of identity, Native American students
were shown by the results of a 1981 national survey of high school
sophomores and seniors to be more likely than whites to have taken
remedial mathematics courses.

This 1981 report by Peng, Fetters, and

Kolstad was commissioned by the federal government as a high school
study.

These researchers also found that Native American students were

more likely than other racial or ethnic groups to have taken remedial
English courses.

Over 66 percent of the senior Indian students in the

survey reported that they found their part-time jobs more enjoyable than
school.
Another notable study of Native American students was made by
Bryde (1965).

He administered the Minnesota Multiphasic Personality

Inventory to 146 eighth-grade Indian children at the Pine Ridge
reservation schools in South Dakota.

Using the Pearson product-moment

correlation, Bryde found twenty-six personality differences out of a
total of twenty-eight personality variables scaled to national norms.
On each of these measures the total Indian group demonstrated greater
personality disruption and poor adjustment.

Notable among the more

meaningful of the personality differences were feelings of rejection,
depression, anxiety, and tendencies to withdraw, plus social, self, and
emotional alienation.
In a continuation of his study of Native American students,
Bryde summarized a number of achievement studies on Indian children.
He concluded that the Indian students achieved satisfactorily for a
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while, then reversed themselves and showed a steady decline in educa
tional achievement.

Bryde termed this reversal the "cross-over

phenomenon" and stated that it appeared to occur at about the seventhgrade level.

Coladarci (1960) concluded much the same as Bryde, but

suggested that this "cross-over" occurred two or three years earlier
than the seventh grade, perhaps because the school curriculum became
increasingly dysfunctional for the Indian student.
Both Bryde and Coladarci appeared to be suggesting that many
Indian students, before the onset of their teen years, had problems to
such a degree that they were unable to perform or achieve in schools.
These problems may have some bearing on the extremely high percentage
of school dropouts among Indian youth.
Hathhorn (1971) found that Indians had been assimilated into
the dominant culture to a greater degree than even the Indians realized.
Hathhorn studied a sample population of Indian members of the 1962 high
school graduating class from a six-state area.

He utilized question

naires, interviews, and a chi-square value at the .05 level of
statistical significance.

He noted that Indian high school graduates

perceived the educational experience negatively.

Another conclusion

was that the educational process (number of years in school) further
reinforced the Indian's feelings of low self-esteem.
Friesen (1974) administered a forty-item value orientation
questionnaire relating to school situations and family and peer rela
tionships to Indians and non-Indians in three Calgary area schools.
Chi-square and Gamma measures were used, items being declared signifi
cant at the .05 level.

His study concluded that Indian children,

compared with non-Indian children, scored lower on responses to faith
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in human nature, interest in future planning and life expectations,
education as instrumental to later success, and self-esteem.

Indian

students scored higher on independence from peers and respect for family
authority.
The findings of Bryde, Coladarci, Hathhorn, and Friesen suggest
that not only were Indian youth not achieving in school, but also that
the greater the number of years they spent in school the lower was
their self-esteem.

Education, then, for the Native American did not

enhance school achievement or self-esteem.
Although Hathhorn concluded that Indian youth were more
assimilated into the white culture than they and their elders realized,
Friesen suggested that they were less subject to peer pressure and had
greater respect for family authority than their white counterparts.
Friesen's findings may have indicated that despite an apparent assimi
lation into the dominant culture, Indian youth still maintained some
of the core traditions of their culture.
No study of the Native American student would be complete
without a review of some of the studies written regarding cultural
differences.

Native American customs influence their interactions with

the major culture.
Keach, Fulton, and Gardner (1967) concluded that the Indian
child had a tendency to be in harmony with nature, while the white
child was more interested in conquering nature.

The Indian child was

likely to be limited to an awareness of the present, but the white child
was more likely to be concerned about the future.

The Indian was reared

in a culture that stressed respect for the aged, but white society
emphasized youth.

The Indian child was taught cooperation and
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maintenance of the status quo, but the white child had been raised in
an atmosphere of competition and scaling the ladder of success.

The

Indian child did not seek recognition and was taught submissiveness,
while the white culture tended to stress individuality and aggressive
ness .
In 1973 Joy Hanley, director of elementary education for the
Navajo Nation, stated that the public schools were still assuming that
they were teaching children who came out of white middle-class homes.
She felt teachers did not realize that there was a cultural difference
and that there should be special programs to teach Indians what they
needed in order to succeed in society and to build self-confidence and
self-images.

She also suggested that public schools were designed to

build the self-image of Anglo children and that minority children,
particularly Indians, felt inferior in a structure that provided little
or no support for their self-image (Powell 1973).
All Indian children were affected both by their Indian culture
and by the culture of the white society that surrounded them.

As

Beuf (1977) remarked in her study of American Indian children caught
between two worlds, Indian students "often must choose between being a
good Native American and being a good student" (p. 29).

This situation

existed because some behavior which was applauded by the dominant
culture in school settings was considered inappropriate or was disdained
in Indian society.
Fuchs and Havighurst (1972) noted that although there was
diversity among the various tribal cultures, there were certain charac
teristics which tended to be the same among all Indian cultures and
different from the urban-industrial culture of the larger surrounding
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society.

These included close family solidarity and cooperation with

mutual support among the kinfolk, cooperation rather than competition
among members of a given age group, belief in the values of a tribal
tradition, belief in tribal religion, and a tribal language.

Therefore,

Native American youth still experience a richness of culture and a sense
of belonging through their own language and tribal customs that
influence their interactions both positively and negatively with the
major culture.
John Woodenlegs expressed the feelings of his Northern Cheyenne
regarding cultural differences:
We feel our children need education which gives the best
of both cultures. We feel that many of the values of our past
Cheyenne society can still serve as well in this modern world.
We feel we need this to give us understanding and pride in our
past, just as other Americans learn their history for the same
reasons.
(Fuchs and Havighurst 1972, p. 118)
In a 1980 study by the Education Commission of the States
numerous reasons were cited as to why Indian children fared so poorly
in American public schools.

For example, some experts suggested the

reason was because of language barriers.

Indian languages were quite

different from English, and many Indian children did not encounter
English until they attended public school.

In addition, Indian children

often lacked the basic educational tools that were taken for granted
by non-Indians; consequently, Indian children often had to play a
"catch-up" game.

Still others suggested that, with few Indian teachers

available, children were often taught by non-Indian teachers, many of
whom were unaware of special needs or problems.

Some educators also

suggested that Indian children did poorly because of the frequent use
of culturally biased tests, an absence of bilingual and bicultural
programs, lack of Indian success role models, low expectations afforded
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Indian children by insensitive teachers, and the inability of many
Indian advisory boards to influence the educational process.
Native American youth, generally, have negative school experi
ences that contribute to lack of school achievement and which damage
their self-esteem.

As a result the quality of their lives is not

improved in the education process.
tribes are adversely affected.

Further, their communities and

To become productive individuals and

nations again will require that a majority of Indian youth succeed in
education and post-secondary training.
Indian Nations must strive for.

That is the reality that all

Obviously, schools alone do not govern

the success, or lack thereof, of school-age youth.
affects that process.

The family also

Following is an examination of family factors

relating to Native American youth.

Family Factors
It should be understood that the term "American Indian family"
is to be used only in the broadest sense because every tribe has its
own unique characteristics and customs.

There are areas of life and

living, however, which all or most tribes share with one another which
they do not share with the dominant culture or with other minority
cultures.

These areas are tribalism itself, holistic philosophy,

medicine, religion, strong kinship (clan) ties, and interaction with
the white culture.
American Indians define themselves not so much as individuals
but as members of a family or a tribe.

This family will include the

nuclear family, extended family, and certain other people bound by ties
of friendship or community.

Indian families still raise children who

may not be related to other family members.

Usually, this transfer

32

occurs without legal sanction.

Many Indian children will live for

lengthy periods of time with family members outside the nuclear family
or with family friends.
Trang (1969) pointed out that Indian education has always been
a confusing matter due to the constant changes brought on by federal
and state efforts, control, and responsibility.

She also pointed out

that Indian children were more likely to suffer a number of school
changes during their school history due to the more unstable home
conditions they were apt to have.
Using a chi-square statistic with a .05 level of significance,
Ryker, Rogers, and Beaujard (1971) conducted a study of fifty-one
families receiving Aid to Families of Dependent Children.

These

researchers found that broken homes, overcrowded housing conditions,
and low income were all factors that contributed to low achievement
levels.

There was no doubt that the average Indian pupil would suffer

more frequently from all three factors than would the average white
pupil (Coleman et al. 1966).
A study of dropouts of the public school system sponsored by
the U.S. Office of Education (1978) showed that 80 percent of the
subjects who dropped out in the seventh grade were from homes in which
the father was absent.

This same study found that subjects who came

from homes rated as "highly supportive" did indeed tend to stay in
school.

Melargano (1978) commented on the educational problems of

disadvantaged children and the relationship between poor school achieve
ment and family disruption.

Levanto (1975), researching the problem of

lack of attendance, found that students from one-parent families missed
school more often than those from two-parent families.

Harris (1980)
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found a significant difference between a dropout-prone group and a
control group.

Thirty-six percent of the dropout-prone group versus

19 percent of the control group had parents who were divorced.
Coladarci (1983) analyzed forty-six responses from question
naires that were administered in the form of interviews from high
school dropouts among Native Americans in a Montana high school district.
Problems associated with the home surfaced in the study.

Separations

or divorce were mentioned as affecting the students' school behavior.
Auerbach and Fuchs (1970) found that family background proved
to be one of the most consistently important characteristics differen
tiating Indians who continued their education and training from those
Indians who did not.

The higher the level of the parents' education,

the more likely the Indian student was to continue his education and
graduate from college.

Parents of successful Indian college students

were frequently mentioned as a source of encouragement and were the
students' main support system.
These findings, as they related to Native American families,
were based on a culture of poverty, not on the culture of Indian family
relationships that still exist despite poverty, chemical abuse, or
dissolutions of the nuclear family.

None of the studies attempted to

account for this family relationships factor.

The significant family

or community adults who may influence Native American students have not
been studied.

There are studies of the other significant adults in

Native American students' educational experiences, the educators.

Educators of Native American Students
Until very recent times, most of the educators of Native
American students were non-Indian.

Banks (1977) reported that when all
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of the significant adults in a particular school were white, something
about the school's attitude toward racial and ethnic diversity was
communicated to the students.

Banks seemed to be indicating that this

"something" was, in itself, a message to those students of a denial of
their differences by the dominant culture.

The attempts to provide

more Native American teachers for Native American students came through
efforts of the federal government.
The Indian Education Act of 1972 provided funds for teacher
training for Native American people.

This act was the federal govern

ment's response to a shortage of Indian people in professional positions
in education.

Programs under this act were exemplified by higher

education grants awarded for the specific purpose of making teacher
training available to Native Americans.

Many of these programs were on

site at the reservation level with trainees serving as interns in
reservation schools and taking coursework with an associated college or
university.

Future Indian Teachers (FIT) and Teacher Corps were examples

of such programs.
The Bureau of Indian Affairs also initiated programs for higher
education grants for Native American students.

Such grants were not

exclusively for the training of Indian teachers but were intended to
assist students in all areas of academic training.

Nevertheless, such

grants have enabled many Native Americans to enter the teaching profes
sion.
Studies indicated that Indian teachers were needed in Indian
education.

One of the remedies suggested by the Education Commission

of the States (1980) on how to improve educational opportunities for
Indian children was to use more Indian teachers as role models.

A
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second suggestion by this Commission was that Indian parents and
communities become more involved in the education of Indian children.
Native American high school dropouts in a Montana study
(Coladarci 1983) perceived teachers as not caring about them and not
providing them with sufficient assistance in their work.

These former

high school students expressed a desire for more Native American teachers.
Writing about Indian teachers, Fuchs and Havighurst (1972) found
that Indian teachers differed in many not-unexpected ways from their
non-Indian colleagues.

They had greater knowledge of and more frequent

contact with the Indian community.
toward Indian students.

They had more positive attitudes

These authors went on to state that there were

three principal advantages to having more Indian teachers and assistants
in schools.

First, Indian students would see "role models" among young

Indian men and women in their own schools and thus would be encouraged
to continue with their own high school and college educations.

Second,

Indian teachers would generally have more empathy with Indian culture
and history than would white teachers.
would offer many jobs to young Indians.

Third, the teaching profession
More Indian control of curricu

lum and administration and the presence of more Indian teachers and
aides in schools were likely to improve the climate of trust and concern.

Stereotyping of Native Americans
Ethnic stereotype was another hurdle for the Native American.
Brigham (1973) noted that many researchers viewed stereotypes as
generalizations concerning trait attributes of an ethnic group.

A

stereotype was usually seen as a generalization which was, in some
sense, undesirable.
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Stensland (1974) enumerated several common stereotypes which,
in her estimation, were damaging to the modern Indian's self-image— one
of which was the stereotype of being the "noble red man."

This

particular stereotype originated with such European writers as Montaigne
and Rousseau who viewed the Indian as being the "Noble Savage," a free,
happy, natural man who was superior to civilized man because he was
childlike, innocent, and simple.

This concept was perpetuated by such

masters of American literature as James Fenimore Cooper and Henry
Wadsworth Longfellow and their characters Chinachgook and Hiawatha.
A far more negative and damaging stereotype of the Native
American was explained by Iglitzin (1972).

He wrote that the early

white society was forced for economic reasons to generate "extreme
racism" in order to suppress the large Indian populations.

According

to Iglitzin, the dominant white society justified its violent campaign
against the Indians by first vilifying them because of their race, then
claiming the whole race to be inferior and finally to be less than human.
Once the Indian had been stereotyped as being a subhuman, shiftless
hunter incapable of rational thought instead of an individual human
being, the dehumanization process was complete and violence against him
was made acceptable to respectable people.

The bleak realities of

contemporary Indian life are results, Iglitzin felt, of this historical,
economically motivated stereotyping.
Another author on stereotyping of the Native American introduced
a somewhat philosophical viewpoint.

Jose (1981), in his article on

stereotyping of the Native American, noted a tendency toward fusing
ideology and ethnography.

By the criteria of Christian ideology,

Indians were described as infidels, pagans, and heathens and sometimes
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as not possessing souls.

By the standards of civilization, they were

judged to be children of nature, anthropocentric wildmen, barbarians,
and noble savages.

Thus, the misnomer "Indian" often connotated these

ethnographic synonyms, often used interchangeably according to the
criteria of what was considered to be Christian and civilized.
Native Americans are still stereotyped by the dominant culture.
Non-Indians, for example, still believe that American Indians are
forcibly confined to reservations; that all Indians receive monthly
"support" checks from the federal government; that most Indians are
alcoholics; and that most Indians have difficulties in school.
The effects of such stereotyping on the achievement levels of
Native American students have not been researched.

It seems reasonable

to conclude, however, that because the majority of the educators of
American Indian students have been, and continue to be, non-Indian,
there could be negative attitudes, albeit unconscious, affecting the
Native American student's perception of himself as a person.

Upward Bound Program Development
Education programs designed primarily to affect Native American
youth must consider what is known about such youth.

The Upward Bound

programs were designed as contemporary programs to assist the Native
American youth to bridge a learning gap that would enable them to
complete high school and seek post-secondary education opportunities.
The federal government advocated the establishment of Native
American advisory boards for many of their Native American programs and
mandated them for the Title IV program.

Upward Bound projects have

discretionary powers over whether or not to utilize the services of

38

advisory boards.

The establishment of advisory boards should be

encouraged because such boards invite parental involvement and community
participation.
The 1980 report from the Education Commission of the States
urged Native American parents to become involved in the educational
process of their children.

The Meriam Report (Meriam 1928) recommended:

The whole task of community participation, so important for
the Indian, has to be consciously worked at; for example, the
Indians should be serving on school committees in the day school
as a means of enlisting their general interest in all that
involves the child's education, and development, and also as a
gradual preparation for service on boards of education.
(p. 414)
Besides advocating advisory boards, the federal regulations for
Upward Bound stressed secondary-level intervention strategies as noted
in regulation 155.5 which read:
A summer residential component and an academic year
component shall provide such activities as field trips to
museums, educational institutions, theaters, and movies that
have as their purpose the intellectual, social, and cultural
development of such students.
(U.S. President 1982)
Due to the mental and physical isolation of many Native American students,
enrichment activities in addition to the core curriculum in Upward Bound
served to complement and enhance the learning process.
As a further program incentive, the federal government allowed
stipends to be paid to students in both the school year and summer
sessions of Upward Bound.

One Upward Bound project in Minnesota (Hixson

1981) had this philosophy regarding stipends: In order to compensate
for reduced summer employment opportunities due to summer school, these
students received a small monthly amount of money called a stipend for
being in the program.
in school as a job.

Program staff saw the work that the students did
Therefore, they reasoned, this payment system

mirrored the real world.
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Using surveys, interviews, and site visits, Davis, Burkheimer,
and Borders-Patterson (1975), in a study of disadvantaged youth on 120
college campuses, found that Native Americans in the alien world of
college experienced strange food, different social patterns, and
irrelevant or confusing programs.

These youth experienced isolation,

sustained an identity crisis, suffered cultural shock, and expressed
ambivalence toward integration.
Employing the multivariate analysis of variance approach, Davis,
Burkheimer, and Borders-Patterson also found that students who had
participated in pre-college programs such as Upward Bound expressed
higher relative satisfaction with general institutional atmosphere and
with financial and college matters as well as demonstrating slightly
higher persistence.

These success factors point up the need for pre

college programs.
The Organization for Economic Cooperation and Development (1981)
found that 88 percent of the Upward Bound students applied for financial
aid and that the average amount received was $1,685 of which 68 percent
was covered by grants.

In contrast, the average-comparison student

received $1,224 of which 55 percent was in the form of grants.

These

findings suggested that Upward Bound programs successfully provided
financial aid services for the benefit of their students.

Upward Bound Staff
The Research Triangle Institute study of fifty-four Upward Bound
projects in 1973-74 found in regard to project staff that most of the
staff had obtained at least a bachelor's degree and that slightly more
than half had obtained master or doctoral degrees.

In general, the

coursework and training completed by the Upward Bound project staff
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appeared directly related to their job needs.

In addition to formal

training and education, Upward Bound project staff generally had
considerable practical experience in their field of work, but less
experience working specifically with disadvantaged students (Burkheimer,
Levinsohn, Koo, and French 1976).
In the Greenleigh Associates (1970) study of twenty-two Upward
Bound projects between 1965 and 1969, on-site visits, questionnaires,
and interviews were utilized to assess the staff's effectiveness.

The

researchers found that the Upward Bound projects, especially during the
summer session, engendered feelings of a close-knit community; a spirit
of camaraderie; and an awareness of a strongly supportive staff who
were receptive, sympathetic, and readily accessible.
Koe (1980) recommended that public school teachers teach students
in the Upward Bound program.

Koe explained this teaching experience

would permit a teacher to become more sensitive to the culturally
different learner.

This heightened awareness of minorities would assist

the teacher in the public school classroom.

Leadership in Upward Bound
Because every Upward Bound project is different and because each
director has a great deal of control over the program, an effective
leader can adapt the program to a particular situation.

Situational

leadership then becomes a key element for Upward Bound directors.
Hersey and Blanchard have written extensively concerning situa
tional leadership.

Therefore, this researcher utilized Hersey and

Blanchard's techniques of situational theory to explore the relationship
of leadership style to Upward Bound projects.
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Hersey and Blanchard (1982) defined leadership as the process
of influencing the activities of an individual or group toward goal
achievement in a given situation.

The definition implied that the

leadership process was a function of the leader, the followers, and
other situational variables that make up the environment.

Hersey and

Blanchard, through their situational leadership theory, synthesized a
means whereby leaders could develop and effectively utilize available
human resources to achieve their leadership goals.
Other authors have advocated this leadership style.

Follett

(1949) stated that a leader must have the ability to apprize the entire
situation.

Gibb (1947) insisted that leadership was always relative to

the situation while Stogdill (1974) concluded that effective leadership
differed from one situation to another.

Finance and Upward Bound
Since the beginning of the Upward Bound projects in 1965, and
through fiscal year 1982, federal funds committed to Upward Bound
programs totaled about $700 million.

In fiscal year 1982, the specific

year of this study, 444 projects were funded to serve about 36,000
participants at a cost of approximately $64 million (U.S. General
Accounting Office 1983).

For the year 1982-83, $1,421,754 was appro

priated for ten Upward Bound projects that served 885 primarily Native
American youth.

The influence of this 1982-83 appropriation was explored

by this researcher.
Upward Bound and its grant programs are similar to public
schooling and its funding.

Both Upward Bound and the public schools

want the most for their tax dollars.

Researchers measuring efficiency

and productivity in education have relied heavily on input-output

42

analysis or the educational production function.
Educational production function expresses mathematically the
relationship between certain inputs (e.g., socioeconomic factors,
student characteristics, and teaching personnel) and educational outputs
(e.g., gains in achievement results, high school graduation, post
secondary enrollment).

Sophisticated regression techniques involving

simultaneous equations and the use of two-stage least square models
analyzed the data collected and recorded the relationships (Geske 1982).
This researcher utilized the concept of the educational produc
tion function method to relate input characteristics such as grant money,
salaries, and teacher resources to outputs in Upward Bound.

Other

researchers have given support to the usefulness of this method of data
analysis.
Rossmiller (1982) explored cost effectiveness studies and found
that money was a necessary, but not a sufficient, resource input in the
educational production process.

Although early studies found statis

tically significant correlations between a school's expenditure level
and the achievement level of students, the correlations were never
particularly high.

More recent work had discovered significant rela

tionships between some of the resource inputs that money can buy and
student achievement.

However, it was evident from the research that

expenditure level alone did not control the difference in student
achievement.

Equally important was the way in which school resources

were deployed to meet the specific needs of individual students.
Rossmiller also noted that teachers were a particularly important
resource input in the educational production process.

Researchers have

consistently found teacher-related variables to be related significantly
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to student achievement (McMahon and Geske 1982).
Salary, teacher experience, and a teacher's degree level have
all shown significance to increased student achievement in various
studies.

In a midwestern city school district cost effectiveness

analysis of fourth-grade students, Geske and Zuelke (1982), using step
wise multiple regression statistical techniques, found that teacher
experience was associated with gains in total raw scores in reading.
These researchers also found that a principal's salary and a teacher's
academic or degree level were associated with an increase in total raw
scores in mathematics.

Using stepwise multiple regression and data from

206 high school tenth and twelfth graders, Thomas (1971) found statis
tically significant relationships between student achievement and
beginning teachers' salaries and teacher experiences (Geske and Rossmiller 1977).

Benson (1968) conducted a study of administrator and

teacher salaries in the California public schools.

He reported that

teacher salaries and per-pupil instructional expenditures were
significantly related to student achievement.

In addition, Benson found

that in the middle-sized districts the salaries of administrators were
associated positively with student achievement.

Cohn (1968) investigated

input-output relationships in 377 public school districts in Iowa.
Employing multiple regression techniques, he found that higher teacher
salaries were associated with larger growth increments in test scores.
In a similar study, Raymond (1968) examined the quality of schooling in
West Virginia.

Raymond's sample was 5,000 entering freshmen at West

Virginia University between 1963 and 1966.

It was there he noted a

significant relationship between a freshman student's performance and
elementary/secondary teacher salaries.

Cohn and Millman (1975) found a
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significant relationship between average teacher salaries (positive)
and school output for fifty-three Pennsylvania high schools.
Along the same research methods as the educational production
function, Garms (1971) conducted a study to ascertain if the Upward
Bound projects for the disadvantaged were financially feasible.
cost analysis Garms surveyed the years 1965 through 1969.

In his

Private and

social benefits and costs of the Upward Bound programs were analyzed
for white males, white females, nonwhite males, and nonwhite females
using older siblings of the same sex as a control group.

The results of

this study were that the Upward Bound projects could be considered only
marginally cost effective.
Another study was more supportive than Garms regarding economic
returns of government spending for the disadvantaged.

Weikart's (1980)

Perry Preschool Project confirmed the cost effectiveness of a Title I
program in Ypsilanti, Michigan.

His was a longitudinal study of dis

advantaged children based on an experimental design with experimental
and control groups assigned on an essentially random basis.

One of the

major findings was that a public school that invested approximately
$3,000 per preschool child per year began to recoup its investment
immediately in savings on special education and other special services.
A year of preschool was substantially paid for with interest by the end
of a child's school career.

Achievement Test Gains
This researcher looked at achievement test gains of students in
Upward Bound as outcome characteristics.

These students were

economically disadvantaged and the majority were Native Americans.
Studies on these students exhibited both problems and promise.

45

Worthington (1977) noted problem areas in the academic profi
ciency of economically disadvantaged students at the secondary level.
He found these students deficient in math, reading, writing, and verbal
skills.
Ninety-four high school juniors enrolled in the Upward Bound
program at the Palmer Memorial Institute in Sedalia, North Carolina,
took the Otis Quick Scoring Mental Ability test.

The white students

scored significantly higher than did their Indian counterparts (Aliotti,
Britt, and Haskins 1975).
Researchers have shown that special programs for underachievers
help to improve academic performance.

Longitudinal data gathered by

the National Assessment of Educational Programs (1981) reported that
students in schools eligible for Title I posed significantly greater
gains between 1970 and 1980 than did students in non-Title I schools at
all three age levels tested— nine, thirteen, and seventeen years of age.
Exum and Young (1981) administered the California Achievement
Test as a pre- and post-exam to 108 Upward Bound students selected from
target schools in northwestern Iowa and southwestern Minnesota.

The

data were analyzed using the Jt-test for dependent samples at an alpha
level of .05.

A comparison of these pre- and post-scores showed a

significant gain in both language arts and quantitative skills by Upward
Bound participants.

Secondary Dropout/Graduation
Persistence in secondary schools was an extremely important
variable in allowing one to take advantage of opportunities (Jencks
1979).

One of the indicators of success in this researcher's study was

the number of Native American students graduating from high school after
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participating in Upward Bound.
A critical problem for Native Americans is that they drop out
of high school.

Earlier in this chapter, studies were cited that showed

that Native American students dropped out for a number of reasons.

A

crucial issue faced by Upward Bound has been the high rate of dropouts
at the secondary level.
The 1980 census (U.S. Department of Commerce 1980) showed that
39 percent of male and 32 percent of female Native Americans had less
than twelve years of school.

A U.S. General Accounting Office (1977)

report on Indian education indicated the dropout rate for American
Indian students in grades eight to twelve, as shown in two separate
studies of public, federal, and private schools in the southwest and
northeast, was about 48 percent and 39 percent respectively.

This was

significantly higher than the national average dropout rate for high
school seniors of 28 percent (Plisko 1983).

Post-secondary Education
Chavers (1980) reported a steady increase from the 1940s to the
1970s in the number of American Indian students attending institutions
of higher education.

A major reason for this increase was the 1934

Indian Reorganization Act which established a Higher Education Grant Aid
Program under the direction of the Bureau of Indian Affairs (BIA).
Chavers went on to say that while more American Indian students were
enrolling, few successfully completed a four-year program.

He estimated

the national dropout rate at 85 percent for American Indian college
students.
The U.S. General Accounting Office estimated in 1977 that 90
percent of the Indian students funded by the BIA higher education grant
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program did not complete a four-year degree (compared to 46 percent for
non-Indians).
McNamara (1982) suggested that Indian students who— against the
odds— have completed high school and enrolled in college entered an
environment where their difficulties were so great that they withdrew
from school.

They became part of the Native American college dropout

rate which he estimated to be 75 to 93 percent.
The reasons why Native Americans drop out of college were
investigated in a U.S. General Accounting Office (1977) report of the
BIA grant program.

Seven institutions of higher education which enrolled

approximately 2,000 Native Americans were studied.
430 students were reviewed.

Random samples of

It was reported that Native Americans

dropped out of college for a variety of reasons.

The major reasons cited

included (1) weak academic backgrounds; (2) lack of study skills;
(3) negative self-images; (4) lack of basic skills in English, mathe
matics, and science; (5) lack of adequate career guidance; and
(6) culture shock.
Chavers (1980), in a feasibility study for Bacone College,
identified various reasons why Indian college students drop out.

The

results of his study reinforced the earlier findings of the U.S. General
Accounting Office (1977).
The Minnesota Chippewa tribe, in conjunction with the University
of Minnesota, completed a study to identify priorities for increasing
college retention among Native American students.
interviewed 125 students.

University staff

Chi-square statistics and Spearman correla

tions were used to determine the relationship between students' responses
to specific questions and their years in college.

The results indicated
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that (1) active support of family members, (2) developmental academic
preparation, (3) overt institutional commitment, (4) more complete
financial aid, and (5) "personal motivation" were the most important
factors promoting college retention.

One hundred percent of the

respondents thought that having faculty and staff who were Native
Americans was important to the retention rate of students (Falk and
Aitken 1984).

Upward Bound Evaluations
There have been many studies of the Upward Bound program since
its inception.

Some studies extol its virtue while others criticize

its shortcomings.
In an introductory statement to the 1967-68 Upward Bound
guidelines, Sargent Shriver, director of the Office of Economic Oppor
tunity, stated:
One of America's greatest waste occurs when capable young
people who could succeed in college never attend because of
psychological, social, and physical conditions of poverty
backgrounds. This waste is especially cruel when we remember
that more than ever before, higher education holds the key to
so many jobs in the future. No one knows how much talent is
lost to the nation because of poor performance during formative
years of a youngster's education. Upward Bound is designed to
cut into this waste and to see if substantial numbers of
potentially successful youngsters can profit from a real chance
at higher education.
(Farrow 1976, p. 5).
Hunt and Hardt (1968) recorded the grade point averages (GPAs)
of Upward Bound students from 189 high schools.

They found no evidence

of an increase in the GPA among students who had participated in two
Upward Bound summer programs.

However, the authors did find that Upward

Bound students were less inclined to drop out of high school and were
more likely to apply and eventually enroll in college.
also examined attitudes and motivation.

Hunt and Hardt

A battery of paper-and-pencil
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measures was assembled into a questionnaire that consisted of nine change
measures designed to indicate the program's impact upon students' atti
tudes and motivation.

The results were based upon responses of 303

Upward Bound students from twenty-one target programs.

Of the nine

measures, Upward Bound students scored highest in motivation for college,
interpersonal flexibility, self-evaluated intelligence, possibility of
college graduation, and importance of college graduation.
Shea (1968) compared pre-summer and post-summer questionnaire
data on 1,268 Upward Bound participants.

The questionnaire was designed

to determine changes on ten scales— academic interest, academic ability,
mathematics interest, self-esteem, initiative, ability to get along with
others, ideal education, ideal occupation, expected education, and
expected occupation— and revealed an increase on nine out of ten of the
scales.

Only "ideal education," which measured high at the onset,

showed no increase.
The Greenleigh Associates study, The Evaluation of Upward Bound
1965-1969, was a descriptive-analytical study carried out through
extensive fieldwork, including interviews and observations.
nationwide study conducted in twenty-two communities.
not involve statistics but rather a report of the data.

It was a

The analysis did
The findings

of this study were:
1.

Students recruited for Upward Bound programs were generally

representative of the academically underachieving and economically
disadvantaged youth in this country, especially those of minority groups.
2.

Upward Bound, in addition to serving as a channel to college

for disadvantaged students, also acted as a deterrent to dropping out of
high school.
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3.

Data based on a large sample— 4,000 seniors in Upward Bound

during 1969— showed that 85 percent of these students made application
to college.

Of these seniors 70 percent were subsequently enrolled in

college.
4.

According to available data from the years 1966-69, Upward

Bound students in college have retention rates equal to those of the
national college-going population (McCalley 1979).
A study by the Research Triangle Institute focused on 54 of the
333 regular Upward Bound projects which operated in the United States
during the 1973-74 program year.

Through questionnaire responses,

interview responses, and student records of some 3,710 Upward Bound
participants the study concluded:
1.

The findings are consistent in support of the central theme

that for student outcomes relating to post-secondary school entry there
are strong positive relationships with Upward Bound participation; but
for outcomes related to high school academic success or continuation,
no consistent relationships to Upward Bound participation exist.
2.

Upward Bound participants show greater motivation for post

secondary education entry and for occupations requiring higher levels
of education.
3.

These same students take more preliminary actions in

preparation for post-secondary education.
4.

Students apply to and enter post-secondary education

institutions with greater relative frequency.
Burkheimer et al. (1976) elaborated further on the Research
Triangle Institute's report on Upward Bound.

Their findings indicated:
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1.

Seventy-one percent of the participants entered post

secondary institutions after graduating from high school as opposed to
47 percent of nonparticipants from similar backgrounds.
2.

Participants were more likely to- go to college if they were

in Upward Bound than if they were not.
3.

Participants were not any more likely to drop out of college

than their fellow students.
A second follow-up study by the Research Triangle Institute
(1979) concluded that nine out of ten Upward Bound graduates gained
access to post-secondary education, with 91 percent of them enrolling
in college directly after completing high school.

However, the study

also concluded that although there was substantial evidence that Upward
Bound was providing the skills, motivation, and assistance needed for
entry into post-secondary education, it was less clear whether the
program provided the skills and motivation necessary for success in
post-secondary education.
A 1973 U.S. General Accounting Office report on Upward Bound
programs was highly critical for several reasons.

These were (1) the

lack of specified, measurable objectives and (2) the failure to diagnose
the student's educational needs.

The report also criticized the lack

of appropriate curriculum design to meet these needs.
Dr. Leonard H. 0. Spearman, director of the Division of Student
Support and Special Programs of the Department of Health, Education and
Welfare, replied to these criticisms before the United States House of
Representatives 13 July 1974.

Explained Spearman,

Upward Bound is generally accepted as a compensatory
educational program aimed at assisting the "disadvantaged"
and oppressed segments of our society.

52

According to the "American dream," education leads to
material goods and better or middle-class values. These myths
are perpetuated by society at large, and suggest that education
will "open doors."
Compensatory programs alone are not the definitive solution
to the problems of the disadvantaged. Clearly, the "advantaged"
within our society have much more at their disposal. The future
of many "advantaged" who aspire to succeed in society is deter
mined by ethnicity, personal ties, family relationships,
religious and other values that one might possess. Therefore,
evaluations of Upward Bound programs such as the one completed
by the General Accounting Office in 1973 should consider the
unquantifiable gains in human potential, and take into account
the additional advantage of the "advantaged" members of society.
The insensitivity of the General Accounting Office researchers
in determining Upward Bound success is additionally evident in
their failure to compare their findings with the performance of
America's high schools. For example, 65 percent of the enrollment
of all America's high school students usually graduate, compared
to 69.4 percent of the Upward Bound population; and 30 percent of
all high school graduates enroll in a two or four-year college,
compared to 49.5 percent for the Upward Bound population.
(Spearman 1974, p. 9)
A Review of the Upward Bound Program by the U.S. General
Accounting Office (1983) revealed that although the Upward Bound program
has been in operation since the summer of 1965, it was unclear whether
the program was achieving its intended purpose of generating in dis
advantaged youth the skills and motivation necessary for success in
post-secondary education.

In the twelve Upward Bound projects reviewed,

50 percent of the participants who entered the program dropped out
before graduating from high school.

Ten of the twelve projects either

did not properly measure the academic improvements made in the partici
pants' skill levels or did not adequately report to the Department of
Education the academic skills obtained.

Also, the projects generally

did not assess the post-secondary performance of participants.

Because

of the lack of data on academic skills and post-secondary performance,
neither the people in the Department of Education nor the national
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Upward Bound personnel knew whether all of the program's goals were
being achieved.

There were indications that the program was more

successful in placing students in post-secondary institutions than it
was in providing them with the skills needed for post-secondary success.
In response to the U.S. General Accounting Office review, the
Department of Education countered:
Our general belief is that the Upward Bound program has been
marked by some success in its eighteen-year history, but that it
is not the ultimate solution to the problem of motivating and
academically preparing disadvantaged youth for entry into post
secondary education. The burden for providing such learning
support ought to fall upon the shoulders of elementary and
secondary schools.
The ideal we must move toward is one where the linkage
between elementary, secondary, and post-secondary education is
strengthened. We all recognize the values of individual selffulfillment and strengthened career opportunities that come
about through higher education. For the disadvantaged, these
values are particularly important, because they represent the
attainment of the American dream.
(U.S. General Accounting
Office 1983, pp. 12-13)
A 1982 study by the American Institute for Research entitled
Rapid Feedback Assessment of the Upward Bound Program found that Upward
Bound participants were more likely to be enrolled in college preparatory
courses than a comparison group with similar socioeconomic backgrounds.
In addition, Upward Bound participants were more likely to be planning
to attend college than the comparison group (U.S. General Accounting
Office 1983).
On a post-secondary campus in the midwest, Exum and Young (1981)
conducted a study of Upward Bound for the school year 1978-79.

Their

findings showed that thirty-three of thirty-four senior participants
graduated with their high school class of 1979.

These completions

represented a graduation rate of 98 percent for this one program.

In

addition, twenty-six of thirty-four participants had enrolled as full-time
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students in post-secondary institutions in the fall of 1979.

These

enrollments represented a post-secondary placement rate of 77 percent.
A post-secondary education study of an Upward Bound project at
Northern Arizona University encompassed the school years 1979 to 1983.
Within this four-year span of time 144 of a total 670 Upward Bound
program participants had graduated from high school.

The post-secondary

entry rate of these 144 students— 83 percent of whom were Native
American— was compared to a control group of 100 students selected
through a stratified sampling procedure and who met Upward Bound
participant criteria, but who were not affiliated with the project.
Based on a chi-square test of significance, the data indicated that the
Upward Bound graduate entered post-secondary educational programs at a
significantly higher rate than did the matched non-program participants
(Brown 1983).
In 1983, a post-secondary follow-up study was conducted for
Upward Bound at Southern Utah State College.

Questionnaires were sent

to the 170 project graduates, the majority of whom were Native American.
The results of the study showed that 127 students were attending or had
attended college, 14 never enrolled, and 29 gave no response.

Nearly

75 percent of this project's graduates were involved or had been involved
in post-secondary education (Emerson 1983).
Gill (1969), an Indian educator and former editor of the Journal
of American Indian Education, gave his assessment of an all-Indian
Upward Bound program at Arizona State University.
of the program.

He was complimentary

He was of the opinion that the program's goal of high

school graduation for the Native American participant was being met.
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Greenleigh Associates added this positive assessment to its
study of Upward Bound:
Almost all of the people interviewed in the communities were
positive in their judgment of Upward Bound. They were encouraged
by the increasing number of young people who were attending
college. The program seemed attractive because youths who felt
they had not been getting a fair break in high school were now
receiving attention. Many people felt the program should be
expanded.
(McCalley 1979, p. 362)
The concluding review of literature regarding Upward Bound was
written by Young (1978), a university scholar who has written several
articles on Upward Bound.

In a paper presented at the annual meeting

of the Mid-American Association of Educational Opportunity Program
Personnel, Young wrote that Upward Bound staff and others committed to
the project's goal must not despair, quit, or effectively resign.

He

insisted that students can be taught, they can and will learn that
education should be taken seriously, and they can demonstrate through
creativity and much work that there is no artificial barrier to success.
A student's background and socioeconomic level need not be a hindrance.

Summary
A review of the literature concerning the history of Indian
education and the federal government's involvement in it was relevant
to an understanding of Native American students and their educational
backgrounds.

The literature on the current educational problems of

Native Americans also had to be considered as well as that relative to
the independent and dependent variables that will be the focus of this
study.

Finally, attention had to be paid to the studies made of Upward

Bound projects since the program's inception.

CHAPTER III

METHODOLOGY

Upward Bound originated as a compensatory education program
designed to assist disadvantaged youths in their educational pursuits.
The purpose of this study was to identify the characteristics of
resources within Upward Bound programs that show a positive relationship
with the program's major objectives.
A quantitative approach was selected because this approach
expressed statistically the relationship between certain resource
characteristics and Upward Bound outcomes.

Benefits or outcomes should

result in substantial returns to Upward Bound students.

These returns

are important because they can affect the quality of human life.

Short

term outcomes such as high school retention should lead to long-term
outcomes such as increased earnings.
The data collected permitted analysis and factoring between five
categories of independent variables— student, staff, program, finance,
and leadership— and five dependent variables— achievement test gains in
comprehension, achievement test gains in reading, number of high school
dropouts, number of high school graduates, and post-secondary enrollment.

Project Selection and Data Collection
The researcher identified fourteen Upward Bound projects
throughout the United States that serve mainly Native American students

56

57

in their programs.

Projects were located in the states of Arizona,

Colorado, Idaho, Michigan, Mississippi, Montana, North Carolina, North
Dakota, South Dakota, Utah, and Wisconsin.

Ten directors of Upward

Bound projects in the eight states of Arizona, Colorado, Idaho, Michigan,
Montana, North Carolina, North Dakota, and Utah agreed to participate
in the study.

The directors of the remaining four projects in

Mississippi, South Dakota, and Wisconsin declined to participate.

Their

reasons for declining to participate included lack of clerical assistance,
time constraints, and prior commitments that prevented their providing
data.
To obtain the data required for a statistical analysis, the
researcher sent a questionnaire requesting the necessary information to
the participating Upward Bound project directors.
tion for this study is the individual student.

The unit of observa

The questionnaire is

contained in appendix A.
To rate the attitude of the Upward Bound directors and staff
towards such minorities as Native Americans, the Bogardus Social
Distance Scale was used.

2

Campbell (cited in Buros 1974) stated that

the Bogardus scale is the most frequently used single test of social
attitudes and it is the most common illustration of attitude measure
ment cited in social psychology textbooks.

The instrument is used,

Campbell wrote, because it "is so good, and so naturally suited
to its purpose, that if Bogardus had not invented it, someone else
would have.

Such a situation is rare indeed in the social sciences"

2
The Social Distance Scale was developed and copyrighted by
Emory S. Bogardus. Permission to use the instrument was granted by the
Center for Teaching International Relations, University of Denver,
Denver, Colorado.
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(p. 88).
The Bogardus Social Distance Scale used a Likert scale to
measure attitudes.

The Likert scale is a five-point scale in which the

interval between each consecutive point is assumed to be equal.

This

scale is used to register the extent of agreement or disagreement with
a particular statement of an attitude, belief, or judgment (Tuckman
1978).
The Leader Effectiveness and Adaptability Description (LEAD Self)
by Hersey and Blanchard (1973) was administered to the Upward Bound
directors and co-directors to gather the independent variable leadership
characteristic data concerning leadership styles, style ranges, and
style adaptability.

The LEAD Self was designed to measure self

perceptions of three aspects of leader behavior— style, style range, and
style adaptability— based on the Situational Leadership Theory.

This

theory was based on the notion that almost all leader actions could be
categorized in terms of task-type behaviors or relationship-type
behaviors.
The LEAD Self presented the participant with twelve hypothetical
situations, each with four alternative actions which could be initiated
by the respondent.

Each of the four alternative actions represented a

different leadership style.

The greatest number of alternative choices

associated with a particular style determined the dominant leadership
style of the Upward Bound director and co-director.

The possible range

of scores for all leadership styles was from zero to twelve.
A director's or co-director's style adaptability (effective
leadership score)— the degree to which a director or co-director chose
a leadership style which was appropriate to the situation described— was
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determined by scoring each alternative choice on a scale of -2 to +2
and calculating the total style adaptability score.

The average score

on the adaptability dimension of the LEAD Self for persons without
situational leadership training was between -6 and +6 (Hersey and
Blanchard 1973).
Leadership style was defined as the consistent pattern of
behavior used by a leader when he or she was working with and through
others toward goal achievement.

The LEAD Self model defined two broad

categories of leader behavior: task-oriented behavior and relationshiporiented behavior.

The four basic leadership styles describing a

combination of task behavior and relationship behavior were described
as follows:
High task/low relationship (Style 1) behavior was referred to as
"telling" because this style was characterized by one-way communication
in which the leader defined the roles of followers and told them how,
when, and where to do various tasks.
High task/high relationship (Style 2) behavior was referred to
as "selling" because with this style most of the direction was still
provided by the leader.

Two-way communication and socioemotional support

between the leader and follower(s) were stressed.
Low task/high relationship (Style 3) behavior was called
"participating" because with this style the leader and follower(s) now
shared in decision making through two-way communication and much
facilitating behavior from the leader because the follower(s) were known
to have the ability and knowledge to do the task.
Low task/low relationship (Style 4) behavior was labeled
"delegating" because the style involved letting follower(s) determine
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actions for themselves through delegation and general supervision
because the follower(s) were task oriented and emotionally mature
(Hersey and Blanchard 1973).
The LEAD Other instrument was used to measure the perceptions
Upward Bound staff had of their directors' leadership style.

The

directors used the LEAD Other to measure their perceptions of the
leadership style of their co-directors.

An adaptability leadership

score (effective leadership score) was also obtained from the LEAD
Other by the director in relationship to the co-director as well as by
the staff in relationship to the director.

The questions that comprised

the LEAD Self and LEAD Other were the same, although they were rephrased
to reflect self-perception or follower perception of leader behavior.

q

Information relating to resource characteristics and outcomes
was obtained from the questionnaire, the Bogardus Social Distance
Scale, and Hersey and Blanchard's LEAD Self and LEAD Other.

Variable Specification
Dependent variables.

To determine the dependent variables for

this study the researcher gave prime consideration to the fact that
acquiring an education is vital to Native Americans.

A significant
>.

cadre of well-prepared, highly competent individuals has to become
equipped to assume leadership roles in governmental, tribal, and
community affairs.
There are major problems in Indian education.

In national

testing Native American students consistently score below the Anglo
students.

They have one of the highest dropout rates of any minority

Hersey and Blanchard hold copyrights to both instruments which
are available from Learning Resources Corporation, San Diego, California.
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group.

In 1980, the latest year for which data are available, 61 percent

of the Native American students graduated from high school in comparison
to a 72 percent graduation rate for other high school seniors.
In May 1981 905,700 bachelor's degrees were awarded nationwide.
Of these, 2,700 (.3%) were awarded to American Indian or Alaska Natives.
It is obvious from these statistics that more Native American college
graduates are needed in order to reach parity with non-Indians holding
bachelor degrees.
Upward Bound must become a major contributor to establishing
this parity.

Therefore, the dependent variables selected for this study

reflected the potential for positive outcomes in an Upward Bound program.
Because the data on the number of high school dropouts and the
number of high school graduates were obtained from individual projects,
these two dependent variables were calculated by proportions for each
of the ten projects.

The data for achievement test gains (or losses)

were coded by a pre/post-test score of 1 for gain, 0 for loss.

The

outcome variables are identified as:
1.

Achievement test gains in comprehension— Gains (or losses)

resulting from pre/post standardized tests in comprehension in the
summer of 1983.
2.

Achievement test gains in reading— Gains (or losses)

resulting from pre/post standardized tests in reading in the summer of
1983.
3.

Number of high school dropouts— How many Upward Bound

students dropped out of high school grades nine through twelve in the
school year 1982-83.
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4.

Number of high school graduates— Seniors in Upward Bound

who graduated from high school in 1983 after participating in Upward
Bound as high school juniors.
5.

Post-secondary enrollment— Seniors in Upward Bound who

enrolled in post-secondary education in the fall of 1983.
Independent variables.

For reasons of clarity, the researcher

classified the fifty-nine independent variables into five categories.
The first category, "student," contained four of the variables.

A

student's place of residence, whether on reservation or off reservation,
is one.

Native Americans on reservations experience more isolation,

have fewer job opportunities, and earn less income than non-reservation
Indians.
Family factor is included as another variable.

Economic

deprivation and the difficulties inherent in the relationship to a white
society, coupled with the background of a broken home, have a profound
effect on the Native American student.
The number of years a student has attended Upward Bound is a
third variable.

The report of the Office of Education on Upward Bound

emphasizes that the program's impact is incremental.

The more years a

student participates and is exposed to programs the more successful the
outcomes are for him (Burkheimer et al. 1976).
Whether the student participated in Upward Bound both during the
school year and also during the summer session 1982-83 is also a student
variable.

Greater exposure to the program will likely result in more

successful outcomes for the participants.
identified as:

The student variables are
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1.

Reservation, non-reservation Indians.

2.

Family factor— single-parent home, two-parent home, extended

3.

Years in Upward Bound.

4.

Attendance in school year and summer session of Upward Bound

family.

1982-83.
The second category of independent variables is "program."

The

first variable within this category is the number of years the Upward
Bound project has been on campus.

This variable is important because

the federal government gives more consideration to an established program
than the federal government gives to one for which funding is being
requested for the first time.
The emphasis on cultural enrichment programs mandated by federal
guidelines constitutes the second variable.

Native American students

have difficulty adjusting to the economic and social systems of the
dominant white culture.

The quality and number of enrichment programs

scheduled by Upward Bound directors should assist Native American students
to combat the cultural shock posed by higher education.

Enrichment

programs that give Native Americans wider contact with an alien environ
ment also broaden their knowledge.
The third variable is directors' ratings of enrichment programs.
Federal regulations dictate that directors must place a special emphasis
on their scheduled activities beyond the academic.
Educators encourage parental involvement in school activities
through the use of parent committees and advisory boards.

The federal

government strongly urges the use of advisory boards in its compensatory
programs and requires them in some.

Advisory boards certainly involve
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more people in the activities of the Upward Bound programs.

The

utilization of advisory boards by Upward Bound directors became the
fourth variable.
With financial aids, the fifth and last variable under the
category "program," becoming more plentiful through college financial
aid offices, Pell Grants, and specific fellowships awarded through the
Indian Education Act of 1972, more Native Americans have been enrolling
in college than ever before.

These students need assistance in this

area of college preparation.

Directors rated their emphasis on financial

aid assistance on a Likert scale from one to five.

The program variables

are identified as:
1.

Years on campus.

2.

Number of enrichment programs.

3.

Enrichment program ratings.

4.

Use of advisory boards.

5.

Emphasis on financial aid.

Finance was selected as a main category because finance is always
a key factor in any federal program.

Pres. Lyndon B. Johnson, through

his anti-poverty campaign, introduced social legislation that was
accompanied by appropriations by Congress to produce programs to aid the
disadvantaged.

Upward Bound financing came from this federal funding in

the form of grants.

To examine whether total monies appropriated for an

Upward Bound project made a positive difference in outcomes, grants were
included under the finance category.
Native American students come from backgrounds characterized by
poverty, poor school attendance, and isolation.

Cultural shock is one

of the reasons Native Americans give for dropping out of college.

Money
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allocated for student travel and recreation is included in the finance
variable.
One recommendation by a national research institute regarding
Upward Bound was that more money should be designated for travel (Greenleigh Associates 1970).

Upgrading the professional level of staff

through travel to meetings and service programs benefits Upward Bound.
Staff travel became a finance variable.
In educational production function studies, teachers and
teachers' salaries had a positive relationship to schooling as did
administrators' salaries.

However, in one of the production function

studies by Geske and Zuelke (1982) expenditures on equipment and supplies
were found not to relate to an increase in reading scores.

Salaries of

the director, co-director, and summer instructors, as well as monies
budgeted for equipment and supplies, are listed as a finance variable.
The federal government allowed Upward Bound students to be paid
stipends of $40 per month for the school year segment and $60 per month
for the summer school session.
finance.

Stipends became the last variable under

Finance variables are identified as:
1.

Total grant.

2.

Student travel.

3.

Recreation.

4.

Staff travel.

5.

Director's salary.

6.

Co-director's salary.

7.

Summer instructor's salary.

8.

Equipment and supplies.

9.

Stipends.
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The fourth independent variable category is "staff."

One of

the staff variables is the attitude of the directors and staffs of Upward
Bound towards minorities.

American culture has been exposed to a bias

against Native Americans because of the stereotypes perpetuated by books,
movies, television, figures of speech, and advertisements.

Examples

include the fictional monosyllabic Tonto and the terms war paint,
Indian giver, and noble savage.

Cultural conflicts could be resolved

by directors and staff who work to overcome preconceived notions of
Native Americans.

Positive attitudes toward Native Americans help to

establish an educational climate conducive to learning.
Native American youth need "significant others" in their lives,
and many researchers believe that Native American role models can
counteract negative stereotyping.

Native American staff and directors

in Upward Bound give these youth role models to emulate (Education
Commission of the States 1980; Fuchs and Havighurst 1972).

Therefore,

another of the staff variables is whether the Upward Bound director
and members of the staff are Native American.
Upward Bound directors hire college professors, public school
teachers, graduate students, and college graduates for their summer
programs.

The number of summer instructors, their professional training,

and the years of experience of the directors constitute three staff
variables.

An educational production function study showed degree level

to be positively related to achievement (Geske and Zuelke 1982) while
smaller class size and individualized help assist the slow learner.
Staff variables are identified as:
1.

Attitudes of directors toward minorities.

2.

Attitudes of staff toward minorities.
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3.

Native American staff/director.

4.

Number of summer instructors.

5.

Educational level of summer instructors.

6.

Years of experience of director in Upward Bound.

The last independent variable category is "leadership."

Many

leadership theorists and practitioners take the position that the most
effective leadership style is the one that fits a specific situation.
Therefore, situational leadership was selected for this study.
Hersey and Blanchard (1982) defined leadership as the process
of influencing the activities of an individual or a group in an effort
to achieve goals in a given situation.

These authors state that effec

tive leadership results when directors become aware of their leadership
style, understand the interrelationships of individuals and groups
involved, and plan actions in light of these insights.

Betz (1981)

stated, "Leadership must help create the conditions under which excel
lence can thrive in our society" (p. 95).
Leadership variables are identified as:

ness .

1.

Dominant director leadership style.

2.

Dominant co-director leadership style.

3.

Adaptability of leadership of director.

4.

Adaptability of leadership of co-director.

5.

Staff perceptions of director's leadership style.

6.

Staff perceptions of director's leadership effectiveness.

7.

Director's perception of co-director's leadership style.

8.

Director's perception of co-director's leadership effective
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Once the dependent and the independent variables were defined,
the next step was the preparation for the statistical procedure.

When

the instruments and questionnaires were returned, the Social Distance
Scale and the LEAD Self and LEAD Other were scored, the independent and
dependent variables were coded, and the data transferred to a coding
form.

Data cards were keypunched from coding forms and were then used

in the statistical treatment of the data.

Statistical Procedure

Factor Analysis
Factor analysis identifies and summarizes the many interrelation
ships that exist among individual variables.

The purpose of factor

analysis is to take a large set of variables and reduce them to make
more usable and meaningful sets of variables (Popham 1967).

In

"principal components factor analysis" as many factors are initially
extracted as there are variables.

The first extracted factor typically

accounts for the largest part of the total variance inherent in the data
Each succeeding factor accounts for less and less of the total variance.
Factors can be rotated to redefine the factors in order that the
explained variance is redistributed among the newly defined factors.
This Varimax rotation technique redefines the factors in order to make
sharper distinctions in the meanings of the factors.

Associated with

each derived factor is a quantity known as an eigenvalue, which
corresponds to the equivalent number of variables which the factor
represents.

Multicollinearity or simply collinearity is a situation in

which two or more predictor variables are very highly correlated with
each other.

Factor analysis helps to avoid this problem (Kachigan 1982)
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In order to reduce the number of independent variables to a more
manageable set and because of possibilities of multicollinearity between
these independent variables, principal components factor analysis was
utilized.
The results of the factor analysis are presented in tables 15
and 16 in appendix C.

Table 15 indicates that the principal components

analysis provided six significant factors.

The criteria used to deter

mine significant factors were that each factor should have an eigenvalue
greater than 1.0 and account for 10 percent or more of the variance
(Harmon 1976).

Further analysis then proceeded with these six signifi

cant factors.
The Varimax Rotated Factors are presented in table 16 in appendix
C.

Because of Varimax rotations, these factors are independent (i.e.,

orthogonal) and ideal for regression analysis against the dependent
variables.

Factor loadings vary from -1.00 to +1.00 and represent the

degree to which each of the variables correlates with each of the
factors.

Factor loadings of .55 to 1.0 and -.55 to -1.0 were used to

identify the independent variables listed within each factor.

The data

list coded for computer intake is listed in appendix B.
The six factors were determined to be:
Factor I .

The variables used to define this factor were

reproduced from table 16 in appendix C.
Variables
Director Native American
Counselor Native American
Salary of director
Emphasis on financial aid
Director's perception of co-director's
leadership effectiveness
Number of summer instructors in math

Data List

Factor Loadings

DIRNA
COUNNA
SALARYD
EMPHFIN

.84
.80
.80
.79

CODIRDA
STAFMATH

.78
.72
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Variables
Number of summer instructors in science
Salary of co-director
Director's perception of co-director's
leadership style 3
Years project funded
Number of enrichment programs
Number of summer instructors in English
Staff's perception of director's
leadership style 1
Director's perception of co-director's
leadership style 1
Co-director's leadership effectiveness
Factor II.

Data List

Factor Loadings

STAFSC
SALARYC

.72
.70

C0DIRD3
YEAR1
NUMACT
STAFENG

.67
.66
.61
.58

STAFFD1

-.55

C0DIRD1
COADAPT

-.74
-.76

The variables used to define this factor were

reproduced from table 16 in appendix C.

Factor III.

Factor Loadings

COSTYLE1

.89

STAFFD3
DSTYLE2

.86
.79

C0DIRD2
RATING1
TRAVEL2
ENGNA
C0STYLE2
DSTYLE3

.73
.69
.65
.55
-.80
-.79

STAFSS
STAFFD2
NUMACT

-.59
-.56

C0DIRD3

-.55

o

Co-director's leadership style 1
Staff's perception of director's
leadership style 3
Director's leadership style 2.
Director's perception of co-director's
leadership style 2
Enrichment program ratings
Expenditures for student travel
English instructor Native American
Co-director's leadership style 2
Director's leadership style 3
Number of summer instructors in social
studies
Staff's perception of director's
leadership style 2
Number of enrichment programs
Director's perception of co-director's
leadership style 3

Data List

1

Variables

The variables used to define this factor were

reproduced from table 16 in appendix C.
Variables
Educational level of English
instructor
Educational level of science
instructor
Educational level of math instructor
Director's leadership style 1
Money expended for project supplies/
equipment

Data List

Factor Loadings

NUMSTAFE

.83

NUMSTASC
NUMSTAFM
DSTYLE1

.84
.76
.75

SUPPLIES

.66
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Variables
Director's leadership style 4
Co-director's leadership style 3
Staff's perception of director's
leadership style 4
Factor IV.

Data List

Factor Loadings

DSTYLE4
C0STYLE3

-.92
-.83

STAFFD4

-.77

The variables used to define this factor were

reproduced from table 16 in appendix C.
Variables
Money expended for recreation
Minority attitude of staff
Educational level of other instructors
Director's leadership effectiveness
Educational level of social studies
instructors
Director's perception of co-director's
leadership style 4
Minority attitude of director
Factor V.

Data List

Factor Loadings

RECREATE
STEREOS
NUMSTAOT
DADAPT

.84
.80
.73
.73

NUMSTASS

-.70

C0DIR4
STEREOD

-.64
-.55

The variables used to define this factor were

reproduced from table 16 in appendix C.
Variables
Recreation director Native American
Salary of summer instructors
Reservation students
Use of advisory boards
Co-director's leadership style 4
Staff's perception of director's
leadership effectiveness
Reservation/non-reservation students
Director's perception of co-director's
leadership style 2
Factor VI.

Data List
RECNA
SUMMER
RESERVE
MEETING
C0STYLE4

Factor Loadings
.92
.83
.76
.60
.56

STAFFDA
BOTH

-.75
-.68

C0DIRD2

-.56

The variables used to define this factor were

reproduced from table 16 in appendix C.
Variables
Math instructor Native American
Science instructor Native American
Family factor

Data List
MATHNA
SCNA
FFACTOR

Factor Loadings
.96
.96
.89
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Multiple Linear Regression
Multiple linear regression statistical techniques were utilized
to measure the effects of the six independent factors on the five
dependent variables.

Stepwise multiple linear regression reexamines at

every stage the variables brought into regression in previous stages.
The stepwise procedure continues until all the variables are entered
into regression in accordance with their highest partial correlations
with the given dependent variable already in regression.
An inclusion criterion is a predetermined level of significance
at which an independent variable is allowed to enter regression.
inclusion criterion was set at .05.

The

All independent factors were

identified as possible predictors in the regression model employed.
The "goodness of fit" of the model was determined by the size of
the square of the multiple coefficient of determination (R^), which
indicated the proportion of variation in each dependent variable
explained by all the independent factors in the regression equation.
If that proportion was .50 or better, the model was considered a good
fit.
Hypotheses are posed to answer research questions, and charac
teristics of those hypotheses provide the basis for determining if they
are accepted or rejected.

A null hypothesis is a statement indicating

no difference among groups or no correlation between variables.

For

the purpose of rejecting the null hypotheses in this study, levels of
significance for rejection were established at the .05 level.
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Pearson Correlation Coefficient
A correlation coefficient is an index of relationship between
two variables.

The Pearson Correlation Coefficient provides a single

number which summarizes the relationship between two variables.

These

correlation coefficients indicate the degree to which variation in one
variable is related to variation in another.
reflects a strong positive relationship.

The coefficient near +1.00

A coefficient near -1.00

reflects a strong negative relationship.
The Pearson Correlation Coefficient was used to assess the
degree of relationship between the independent variables included in
Factors I through VI and the outcome variables.

For purposes of

interpretation, coefficients at +.40 to +1.00 and -.40 to -1.00 were
considered significant correlations.

A correlation coefficient of .40

accounted for 16 percent of the variance in a dependent variable.

CHAPTER IV

PRESENTATION OF DATA

A description of the projects studied and the relationships of
the independent variables designated by factor analysis with the
dependent variables are presented in this chapter.

The analyses and

results of this study are presented according to the hypotheses stated
in the null form.

Tables summarizing the data concerning specific

hypotheses are included.

In addition, Pearson’s Product Moment

Correlation Coefficients are presented showing relationships between
resource characteristics in each factor and the outcome variables.

Description of the Projects
Ten Upward Bound projects located in an eight-state area whose
enrollments were predominately Native American were used in the study.
In these ten Upward Bound projects approximately 76 percent of the
students were Native Americans, with 34 percent being from reservation
areas.

Five of the ten projects dealt mainly with reservation students,

four enrolled both reservation and non-reservation students, and one
project served non-reservation students.^

The tribes represented by these Upward Bound projects were
Apache, Arikara, Blackfeet, Chippewa, Coeur d'Alene, Cree, Crow, Flathead, Hidatsa, Hopi, Kootenai, Lumbee, Mandan, Navaho, Nez Perce,
Northern Cheyenne, and Sioux.
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By previous agreement with the ten directors, individual projects
were not identified as such.

Individual project data were incorporated

into the larger group study.

Aggregated description was made based on

the information provided by the director of each project from a question
naire and from telephone and personal conversations initiated by the
writer.
Upward Bound programs had been in operation for periods ranging
from three to seventeen years, with a mean of ten years.

Upward Bound

directors had a mean of 6.17 years of experience, with a range from one
to sixteen years.

Federal grants for project funding ranged from

$108,000 to $184,000, with a mean of $140,246.
The study included 885 students in grades nine through twelve
enrolled in Upward Bound for the project year 1982-83.

Fourteen percent

of the students were ninth graders; 27 percent were tenth graders; 35
percent were eleventh graders; and 24 percent were twelfth graders.
The mean size of each project was fifty-seven students.

Ninety-one

percent of the students were enrolled in the school year segment of
Upward Bound, and 63 percent of the students were enrolled in the summer
school session.

Nearly 50 percent of the students had attended Upward

Bound for one year.

The remainder had attended two years or more, with

the mean being 1.69 years.

The students had a mean high school grade

point average of 2.53 on a four-point scale.

Fifty-one percent of the

students were from two-parent homes, 32 percent were from single-parent
homes, and 17 percent lived with extended families.
The summer faculty consisted primarily of public school teachers.
One or two instructors were hired to teach each of the basic skills
courses.

Only 9 percent of the summer school math and science instructors
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were Native American.

Other Native Americans on the staff included

English instructors (25%), recreation directors (41%), counselors (72%),
and directors (39%).

Two of the directors were female, and eight of

the directors were male.

Data Analysis

Full Model Analysis
Regression analysis was used in this study to assess the
relative importance of the six factors explained in chapter 3 and their
contribution to variation in the dependent variables.

The result was a

full model analysis.
Correlational analysis for all dependent variables is presented
in tables 1 and 2 (correlation matrices) and table 3 (full model results).
The correlation matrix shows the systematic arrangement of the simple
correlation coefficients that exist between each pair of variables.

The

full model results show the statistical relationships between all six
factors and each dependent variable.
The correlations among the independent variables and four
dependent variables of achievement test gains in comprehension (GAINCOMP)
and reading (GAINREAD), high school dropout (HSDROP), and high school
graduation (HSGRAD) are presented in table 1.

These correlations and

the regression analysis were based on pairwise deletion of cases; that
is, all correlations were calculated with the maximum amount of data
available.
885.

The number of cases in table 1 for HSDROP and HSGRAD was

The number of cases for GAINCOMP was 361, and the number of cases

for GAINREAD was 184.

TABLE 1

CORRELATION MATRIX OF SIX INDEPENDENT FACTORS AND DEPENDENT VARIABLES OF
NUMBER OF HIGH SCHOOL GRADUATES, NUMBER OF HIGH SCHOOL DROPOUTS,
ACHIEVEMENT TEST GAINS IN COMPREHENSION, AND
ACHIEVEMENT TEST GAINS IN READING

Variables

Factor

I

Factor

II

Factor

11 I

Factor

IV

Factor

V

Factor

VI

HSGRAD

HSDROP

GAINCOMP

GAINREAD

FI

1.000

-.141

-.074

.033

-.290

.041

.601

-.379

-.025

.220

FI I

-.141

1.000

.4 2 7

.6 0 5

.361

-.025

-.233

-.097

-.014

.012

Fill

-.074

.427

1.000

.604

.280

.0 3 1

.057

-.428

-.060

-.036

.033

.605

.6 0 4

1.000

.2 1 5

.095

-.085

-.223

-.151

-.081

-.290

.361

.280

.215

1.000

-.147

-.792

-.001

. 144

.224

FVI

.0 4 1

-.025

.031

.095

-.147

1.000

.132

-.083

-.024

-.036

HSGRAD

.601

-.233

.057

-.085

-.792

. 132

1.000

-.345

-.067

.058

HSDROP

-.379

-.097

-.428

-.22 3

.001

-.083

-.345

1.000

.061

.267

GAINCOMP

-.025

-.014

-.060

-.151

. 144

-.024

-.067

.061

1.000

.290

CAINREAD

.220

.012

- .016

-.081

.224

-.036

.058

.267

.290

1.000

FIV
FV

N = 885 HSGRAD, N = 885 HSDROP, N = 361 GAINCOMP, N = 184 GAINREAD
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The correlations among the independent variables and the dependent
variable of post-secondary education (PSE) are presented in table 2.
These correlations and the regression analysis were, as in table 1, based
on pairwise deletion of cases; that is, all correlations were calculated
with the maximum amount of data available.

The number of cases in table

2 was 213 for PSE because this variable dealt with seniors only.
The five null hypotheses jointly state: There are no statistically
significant relationships between a posteriori determined factors
extracted from the independent variables and Upward Bound project out
comes of achievement test gains in comprehension, achievement test gains
in reading, number of high school dropouts, number of high school
graduates, and enrollment in post-secondary education.

These five

hypotheses are stated here in the null form for statistical testing:
Null hypothesis 1.

There is no statistically significant

relationship between the six independent factors and Upward Bound project
outcome of achievement test gains in comprehension.
Null hypothesis 2.

There is no statistically significant

relationship between the six independent factors and Upward Bound project
outcome of achievement test gains in reading.
Null hypothesis 3.

There is no statistically significant

relationship between the six independent factors and Upward Bound project
outcome of number of high school dropouts.
Null hypothesis 4 .

There is no statistically significant

relationship between the six independent factors and Upward Bound project
outcome of number of high school graduates.
Null hypothesis 5 .

There is no statistically significant

relationship between the six independent factors and Upward Bound project

TABLE 2

CORRELATION MATRIX OF SIX INDEPENDENT FACTORS AND THE DEPENDENT
VARIABLE OF ENROLLMENT IN POST-SECONDARY EDUCATION

Variables

Factor I

Factor II

Factor III

Factor IV

Factor V

Factor VI

PSE

FI

1.000

-.349

-.194

-.082

-.401

-.033

.174

FII

-.349

1.000

.322

.417

.330

.032

.077

Fill

-. 194

.322

1.000

.576

.203

.046

.173

FIV

-.082

.417

.576

1.000

.120

.161

.190

FV

-.401

.330

.203

.120

1.000

-.193

-.238

FVI

-.033

.032

.046

.161

-.193

1.000

.043

PSE

.174

.077

.173

.190

-.238

.043

1.000

N = 213 PSE
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outcome of enrollment in post-secondary education.
The full model regression results to test these hypotheses are
presented in table 3.

Four of the five full model analyses were

significant at the .001 level and one at the .05 level indicating that
the six independent factors as a group correlated significantly with
each of the five dependent variables.

The six factors accounted for

36 percent of the variability on HSDROP, 88 percent of the variability
on HSGRAD, 6 percent of the variability on GAINCOMP, 17 percent of the
variability on GAINREAD, and 15 percent of the variability on PSE.

Most

of the variance of HSGRAD was accounted for by the six factors, whereas
less than 40 percent was accounted for from among the other dependent
variables.

However, all five analyses were statistically significant.

To assess the "goodness of fit" of each model, reference must
be made to the R

2

or proportion of variation in each dependent variable

explained by all the independent factors in the regression equation.
The greater the proportion of explanation, the better the fit between
the dependent variable and independent variables.

Only the model that

included HSGRAD had a large enough proportion of explanation to suggest
a strong goodness of fit.

Analysis Results
Stepwise forward regression was the statistical technique used
to identify the independent factors that were significantly related to
each dependent variable.

The stepwise procedure began with the

selection of the one factor that correlated most highly with the
dependent variable.

Then a second factor was introduced, the one that

accounted for most of the remaining or residual variance in the

TABLE 3

CORRELATIONAL ANALYSIS FOR ALL DEPENDENT VARIABLES: FULL MODEL RESULTS

Variables

wss

R

R2

BSS

HSGRAD

.940

.883

115154.42

15214.17

6/786

991.53

.001

HSDROP

.603

.364

26078.34

45545.00

6/786

75.01

.001

GAINCOMP

.245

.060

3.58

56.23

6/290

3.07

.05

GAINREAD

.410

.168

4.96

24.62

6/161

5.41

.001

PSE

.381

.145

6.15

36.25

6/175

4.95

.001

df

F

P
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dependent variable.

This stepwise procedure continued, each time adding

that factor that accounted for the most variance in the dependent
variable not already explained by the earlier factors, continuing until
the inclusion of another factor would account for only an insignificant
amount of variance in the dependent variable.
The stepwise linear regression technique provides a statistic
indicating the amount of variance in the dependent variable which can
o

be attributed to the independent variables when taken as a whole (R ).
The analysis also provides a statistic which indicates the amount of
variance attributable to each independent variable (R

change).

The

six factors comprising the independent variables in this study were
analyzed in their relationship to each of the dependent variables
(tables 4 through 8).
null hypotheses.

However, results will be reported based on the

In addition to reporting the variance accounted for

by each independent variable, a Pearson Product Moment Correlation
was run with the dependent variables and the variables which comprised
each of the six factors.

The results are reported for each dependent

variable (tables 9 through 14).

The dependent variables are achievement

test gains in comprehension (GAINCOMP), achievement test gains in
reading (GAINREAD), number of high school dropouts (HSDROP), number of
high school graduates (HSGRAD), and post-secondary enrollment (PSE).
Null hypothesis 1.

There is no statistically significant

relationship between the six independent factors and Upward Bound project
outcome of achievement test gains in comprehension.
The stepwise forward analysis summary table for achievement test
gains in comprehension (GAINCOMP) is presented in table 4.

Factor IV

accounted for 2 percent of the total variance of 6 percent and was

TABLE 4

SUMMARY TABLE FOR STEPWISE FORWARD REGRESSION OF FACTORS AGAINST THE
DEPENDENT VARIABLE OF ACHIEVEMENT TEST GAINS IN COMPREHENSION

Step

Factor

MULTR

RSQ

F(EQU)

SIGF

RSQCH

FCH

SIGCH

CORREL

1

FIV

.1506

.0227

6.842

.009

.0227

6.842

.009

-.1506

2

FV

.2353

.0554

8.617

.001

.0327

10.179

.002

.1443

3

FI I

.2395

.0574

5.944

.001

.0020

.621

.431

-.0142

4

FI

.2432

.0591

4.589

.001

.0018

.552

.458

-.0254

5

FVI

.2445

.0598

3.699

.003

.0006

.191

.663

-.0242

6

Fill

.2445

.0598

3.073

.006

.0000

.005

.942

-.0603

84

significant at the .05 level.

Factor V accounted for 3 percent of the

total variance and was significant at the .05 level.

Factors I,

and VI were not significantly related at the .05 level.

II, III,

Factors IV and

V together accounted for over .055 of the variance in the dependent
variable GAINCOMP.

Therefore, the null hypothesis for the dependent

variable, achievement test gains in comprehension, was rejected for
Factors IV and V and retained for Factors I, II, III, and VI.
The Pearson Product Moment Correlation was also used to determine
whether or not there was a significant relationship between the variables
comprising each of the six factors and achievement test gains in compre
hension (tables 9, 10, 11, 12, 13, and 14).
There were significant relationships at the .05 level between the
dependent variable GAINCOMP and variables comprising each of the six
factors; however, the correlation coefficients were so small that they
indicated only "slight" positive or negative relationships.

The

correlation coefficients which were significant ranged from -.27 to .25.
Because the relationships between the variables were so low as to
question "practical" significance, further analysis of the independent
variables with the dependent variable GAINCOMP is not provided.
Null hypothesis 2.

There is no statistically significant

relationship between the six independent factors and Upward Bound project
outcome of achievement test gains in reading.
The stepwise forward analysis summary table for achievement test
gains in reading (GAINREAD) is presented in table 5.

Factor V accounted

for 5 percent of the total variance of 17 percent and was significant at
the .05 level.

Factor I accounted for 9 percent of the total variance

and was significant at the .001 level.

Factor IV accounted for 3 percent

TABLE 5

SUMMARY TABLE FOR STEPWISE FORWARD REGRESSION OF FACTORS AGAINST THE
DEPENDENT VARIABLE OF ACHIEVEMENT TEST GAINS IN READING

Step

Factor

MULTR

RSQ

F(EQU)

SIGF

RSQCH

FCH

SIGCH

CORREL

1

FV

.2242

.0503

8.788

.003

.0503

8.788

.003

.2242

2

FI

.3727

.1389

13.306

.001

.0886

16.978

.001

.2197

3

FIV

.4067

.1654

10.837

.001

.0266

5.219

.024

-.0806

4

FII

.4088

.1671

8. 177

.001

.0017

.330

.566

.0116

5

FVI

.4094

.1671

6.523

.001

.0005

.089

.766

-.0359

6

Fill

.4096

.1678

5.411

.001

.0002

.042

.838

-.0364
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of the total variance and was significant at the .05 level.
III, and VI were not significant at the .05 level.

Factors II,

Factors I, IV, and

V accounted for nearly 17 percent of the variance in the dependent
variable GAINREAD.

Therefore, the null hypothesis for the dependent

variable, achievement test gains in reading, was rejected for Factors I,
IV, and V and retained for Factors II, III, and VI.
The Pearson Product Moment Correlations of the variables
comprising Factor I with the dependent variable GAINREAD revealed a
number of significant relationships (table 9).

All but one of the

correlation coefficients ranged from -.14 to .27 and were too small to
merit further consideration.

One exception to the low correlations was

Native American counselor at .44.

Where the counselor was Native

American the likelihood increased that there would be gains on reading
scores.
The Pearson Product Moment Correlation of the variables
comprising Factor II (table 10), Factor III (table 11), Factor IV
(table 12), Factor V (table 13), and Factor VI (table 14) with the
dependent variable GAINREAD revealed significant relationships with
correlation coefficients that ranged from -.24 to .35.

These correla

tion coefficients were deemed too small to warrant further analysis.
Null hypothesis 3.

There is no statistically significant

relationship between the six independent factors and Upward Bound project
outcome of number of high school dropouts.
The stepwise forward analysis summary table for high school
dropout (HSDROP) is presented in table 6.

Factor III accounted for

18 percent of the total variance of 36 percent and was significant at
the .001 level.

Factor I accounted for 17 percent of the total variance

TABLE 6

SUMMARY TABLE FOR STEPWISE FORWARD REGRESSION OF FACTORS AGAINST
THE DEPENDENT VARIABLE OF NUMBER OF HIGH SCHOOL DROPOUTS

Factor

MULTR

RSQ

F(EQU)

SIGF

RSQCH

FCH

SIGCH

CORREL

1

Fill

.4282

.1834

177.628

.001

.1834

177.628

.001

-.4282

2

FI

.5943

.3532

215.730

.001

.1699

207.466

.001

-.3794

3

FIV

.6004

.3605

148.233

.001

.0072

8.917

.003

-.2234

4

FVI

.6033

.3640

112.752

.001

.0035

4.394

.036

-.0829

5

FV

.6034

.3641

90.125

.001

.0001

.1 2 0

.729

-.0 0 12

6

FI I

.6034

.3641

75.008

.001

.0000

.000

.985

-.0971

Step
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and was significant at the .001 level.

Factors IV and VI each accounted

for less than 1 percent of the total variance but were significant at
the .05 level.

Factors II and V were not significant at the .05 level.

Factors I, III, IV, and VI accounted for .36 of the variance in the
dependent variable HSDROP (table 6 ).

Therefore, the null hypothesis

was rejected for Factors I, III, IV, and VI and retained for Factors II
and V.
The data were further analyzed using the Pearson Product Moment
Correlation statistical test.

This test indicates the nature and

direction of the relationship between the variables which comprise each
of the six factors and each of the dependent variables.
The Pearson Product Moment Correlations of the variables
comprising Factor I (table 9) revealed that there were negative correla
tions between most of those variables and the dependent variable HSDROP.
Therefore, as the presence of the variables comprising Factor I increased,
the number of high school dropouts decreased.

All but one of the

correlation coefficients for the Factor I variables were significant at
the .001 level when compared with the dependent variable HSDROP.

The

variables exhibiting the largest correlations with the dependent
variable were director's salary (-.57), years Upward Bound was on campus
(-.51), the number of enrichment programs (-.48), and Native American
director (-.46).

Analysis of these data indicates that as the director's

salary, the number of enrichment programs, and the years Upward Bound
had been operating on campus increased, the number of high school
dropouts decreased.

One exception to the negative correlation was the

variable— co-director's leadership effectiveness.
dependent variable HSDROP with a .48 correlation.

It related to the
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The Pearson Product Moment Correlations between variables
comprising Factor II and the dependent variable HSDROP are presented in
table 10.

Although Factor II was not significant when using full model

regression analysis, all but one of the individual variables comprising
Factor II were significant at the .001 level using the Pearson Product
Moment Correlation with the dependent variable HSDROP.

The variables

within the largest correlation coefficients were the number of enrich
ment programs (-.48) and enrichment program ratings (-.40).

When the

number of enrichment programs and the ratings of these programs
increased, the number of high school dropouts decreased.

One exception

to the negative correlation was the variable— director's perception of
co-director's leadership style 2, high task and high relationship.

It

related to the dependent variable HSDROP with a .46 correlation.
The Pearson Product Moment Correlations of the variables
comprising Factor III with the dependent variable HSDROP revealed that
there was a slight negative correlation between most of those variables
(table 11).

The largest correlation coefficients for variables contained

in Factor III were -.43 for money expended for supplies and equipment,
and -.44 for the educational level of the summer math instructors.

As

the money for supplies and equipment increased, the number of high school
dropouts decreased.

As the educational level of the math instructors

increased, the number of high school dropouts decreased.
The Pearson Product Moment Correlation of the variables
comprising Factor IV with the dependent variable HSDROP revealed that
there was a negative correlation between most of those variables (table
12).

The variables comprising Factor IV with the largest correlation

coefficients were attitudes of the staff towards minorities (-.62) and
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the educational level of the other summer instructors (-.43).

As the

scores for a positive attitude of staff and the educational level of
staff increased, the number of high school dropouts decreased.

One

exception to the negative correlation was the variable— attitude of the
director toward minorities (.56).
A positive attitude toward minorities by staff members was
related to a decrease in the number of high school dropouts.

However,

a positive attitude toward minorities by the director related to an
increase in the number of high school dropouts.
When Factor V was compared with the dependent variable HSDROP in
the regression analysis there was no significant difference.

However,

when those variables comprising Factor V were compared with the dependent
variable HSDROP using the Pearson Product Moment Correlation (table 13)
most of the variables were significant at the .05 level.

The largest

correlation coefficients were all positively related to the dependent
variable HSDROP.

They were staff's perception of director's leadership

effectiveness (.62) and director's perception of co-director's leadership
style 2 (.46).

As the staff's perception of the director's leadership

effectiveness increased, the number of high school dropouts increased.
The directors perceived the co-director's leadership style 2, high task
and high relationship, as relating to an increase in the number of high
school dropouts.
The Pearson Product Moment Correlation between the variables
comprising Factor VI and the dependent variable HSDROP revealed that
there was a slight negative correlation (table 14).

The variables

comprising Factor VI were Native American summer math instructor (-.18),
Native American summer science instructor (-.18), and the family factor
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(-.08).

The variables were significant at the .001 level with the

exception of the family factor which was significant at the .05 level.
Null hypothesis 4 .

There is no statistically significant

relationship between the six independent factors and Upward Bound project
outcome of number of high school graduates.
The stepwise forward analysis summary table for high school
graduates (HSGRAD) is presented in table 7.

Factor V accounted for

63 percent of the total variance of 88 percent and was significant at
the .001 level.

Factor I accounted for 15 percent of the total variance

and was significant at the .001 level.

Factor III accounted for 8 percent

of the total variance and was significant at the .001 level.

Factor IV

accounted for 2 percent of the total variance and was significant at the
.001 level.

Factor II accounted for .2 percent of the total variance and

was significant at the .001 level.
.05 level.

Factor VI was not significant at the

Factors I, II, III, IV, and V accounted for 8 8 percent of

the variance in the dependent variable HSGRAD.

Therefore, the null

hypothesis for the dependent variable, high school graduates, was
rejected for Factors I, II, III, IV, and V and retained for Factor VI.
The Pearson Product Moment Correlation between the variables
comprising Factor I and the dependent variable HSGRAD revealed positive
correlations (table 9).

The variables comprising Factor I and their

correlations with the dependent variable were Native American director
(.8 6 ); the number of enrichment programs (.82); years Upward Bound was
on campus (.73); the number of summer instructors in math (.72); the
number of summer instructors in science (.71); the director's perception
of the co-director's leadership style 3, low task and high relationship
(.64); the number of summer instructors in English (.62); the director's

TABLE 7

SUMMARY TABLE FOR STEPWISE FORWARD REGRESSION OF FACTORS AGAINST
THE DEPENDENT VARIABLE OF NUMBER OF HIGH SCHOOL GRADUATES

Step

Factor

MULTR

RSQ

F(EQU)

SIGF

RSQCH

FCH

1

FV

.7919

.6270

1329.841

.0 0 1

.6270

2

FI

.8817

.7774

1379.554

.001

3

Fill

.9272

.8597

1612.121

4

FIV

.9387

.8812

5

FI I

.9598

6

FVI

.9398

SIGCH

CORREL

1329.841

.001

-.7919

.1504

533.694

.001

.6010

.001

.0823

463.156

.001

.0568

1461.148

.001

.0215

142.271

.001

-.0845

.8831

1189.436

.001

.0019

13.070

.001

-.2330

.8833

991.525

.001

.0002

1.113

.292

.1319
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salary (.58); Native American counselor (.45); and the director's
perception of the co-director's leadership effectiveness (.40).

The

exceptions to the positive correlations were the variables co-director's
leadership effectiveness (-.65); director's perception of co-director's
leadership style 1, high task and low relationship (-.64); and the
staff's perception of the director's leadership style 1 , high task and
low relationship (-.44).
The magnitude of these correlation coefficients makes them worthy
of attention.

A correlation coefficient of . 8 6 indicates that there is

a strong relationship between having a Native American director of
Upward Bound programs and the number of participants who graduate from
high school.

The number of enrichment programs is also positively

related to the number of high school graduates.

As the years Upward

Bound has been on campus increased, the number of high school graduates
increased.

As the number of summer instructors in math, science, and

English increased, the number of graduates increased.

There was also

a positive relationship between the director's salary and the number of
graduates.

Each of these correlation coefficients was larger than .50,

indicating "practical" as well as statistical significance.
The Pearson Product Moment Correlations of the variables
comprising Factor II and the dependent variable HSGRAD revealed positive
and negative correlations (table 11).

The variables comprising Factor

II with the largest correlations to the dependent variable were the
number of enrichment programs (.82); the staff's perception of the
director's leadership style 2 , high task and high relationship (.80);
the number of summer social studies instructors (.69); and the director's
perception of the co-director's leadership style 3, low task and high
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relationship (.64).

The exceptions to the positive correlations were

the variables director's leadership style 2 , high task and high relation
ship (-.4 5 ); and the staff's perception of the director's leadership
style 3, low task and high relationship (-.41).
As the number of summer enrichment programs increased, the
number of high school graduates increased.

The more the staff perceived

the director's leadership style to be high task and high relationship,
the larger the number of high school graduates.

As the number of summer

social studies instructors increased, the number of high school graduates
increased.

All of these positive relationships of the independent

variables with the dependent variable HSGRAD exhibited a correlation
coefficient larger than .60.
The Pearson Product Moment Correlations between the variables
comprising Factor III and the dependent variable HSGRAD revealed that
there were significant positive correlations between those variables
and the dependent variable HSGRAD (table 11).

The variable with a

correlation coefficient greater than ±.40 was the staff's perception of
the director's leadership style 4, low task and low relationship (-.54).
The other correlation coefficients for the remaining variables comprising
Factor III ranged from -.36 to .34.
The Pearson Product Moment Correlation between the variables
comprising Factor IV and the dependent variable HSGRAD revealed that
there were both significant negative and positive correlations (table
12).

The correlation coefficients, though statistically significant,

ranged from -.30 to .28 and were not considered for further analysis.
The Pearson Product Moment Correlations between the variables
comprising Factor V and the dependent variable HSGRAD revealed that
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there were both significant negative and positive correlations (table
13).

The variables comprising Factor V with the largest correlations

were all negatively related to the dependent variable HSGRAD.

They were

salaries of summer instructors (-.79), Native American recreation
director (-.64), and reservation student residence (-.56).

As the

salaries of summer instructors increased, the number of high school
graduates decreased.

As the number of Native American recreation

directors increased, the number of high school graduates decreased.
As the number of reservation students increased, the number of high
school graduates decreased.
The Pearson Product Moment Correlations between the variable
comprising Factor VI and the dependent variable HSGRAD revealed
significant positive relationships (table 14).

The correlation

coefficients ranged from .13 to .33 and were not considered for further
analysis.
The dependent variable HSGRAD was the most noteworthy variable
in the study.

In full model analysis 88 percent of the variability of

HSGRAD was accounted for by the six factors.

The Pearson Product Moment

Correlations also revealed significant relationships between the indi
vidual variables and HSGRAD with the correlation coefficients as high
as .8 6 .
Null hypothesis 5 .

There is no statistically significant

relationship between the six independent factors and Upward Bound
project outcome of post-secondary enrollment.
The stepwise forward analysis summary table for post-secondary
enrollment (PSE) is presented in table 8 .

Factor V accounted for almost

6 percent of the total variance of 14.5 percent and was significant at

TABLE 8

SUMMARY TABLE FOR STEPWISE FORWARD REGRESSION OF FACTORS AGAINST
THE DEPENDENT VARIABLE OF POST-SECONDARY ENROLLMENT

Step

Factor

MULTR

RSQ

F(EQU)

SIGF

RSQCH

FCH

1

FV

.2381

.0567

10.822

.001

.0567

2

Fill

.3286

.1080

10.832

.001

3

FI

.3483

.1213

8.192

4

FII

.3741

.1400

5

FIV

.3797

6

FVI

.3808

SIGCH

CORREL

10.822

.001

-.2381

.0513

10.285

.002

.1734

.001

.0134

2.706

.1 0 2

.1743

7.200

.001

.0186

3.834

.052

.0774

.1442

5.930

.001

.0042

.871

.352

.1897

.1450

4.948

.001

.0008

.173

.678

.0433
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the .05 level.

Factor III accounted for just over 5 percent of the

total variance and was significant at the .05 level.
and VI were not significant at the .05 level.

Factors I, II, IV,

Factors III and V

accounted for nearly 1 1 percent of the variance in the dependent
variable PSE.

Therefore, the null hypothesis was rejected for Factors

III and V and retained for Factors I, II, IV, and VI.
The Pearson Product Moment Correlation between the variables
comprising all six factors (tables 9, 10, 11, 12, 13, and 14) revealed
that there were slight correlations between those variables and the
dependent variable PSE.

In the instances where the relationships between

the independent variables and PSE were significant, the correlation
coefficients were small.

Most correlations with this dependent variable

were less than . 1 0 and none of the correlation coefficients exceeded .2 0 .

Summary
The major finding of this study was that 88 percent of the
variance in the number of high school graduates was accounted for by
the six factors.

It appears that many of the variables examined in

this study did influence participants to stay in high school and
eventually graduate.
Other findings in this study show that four of the variables that
relate to an increase in the number of high school graduates also relate
to an increase in high school retention.

These are Native Americans as

directors of Upward Bound, the greater number of enrichment programs,
the more years Upward Bound has been on a college campus, and higher
paid directors.
It appears that Upward Bound programs with a Native American
director showed a positive relationship to both high school graduation
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and high school retention (fewer dropouts).

The more enrichment programs

there were, the smaller the number of high school dropouts and the more
high school graduates there were.

It appears that the more years an

Upward Bound program is on a college campus, the more apt Native American
students were to stay in high school and graduate.

The higher paid

directors are equated with increased high school retention and with
larger numbers of high school graduates.
The more summer instructors there were in math, science, social
studies, and English, apparently, the more likely Upward Bound students
are to graduate from high school.

Native American counselors exerted

the same positive influence.
In terms of leadership, the Upward Bound staff perceived the
directors as high task and high relationship.

The directors in turn

saw their co-directors with leadership styles of low task and high
relationship.

The directors perceived the co-directors as having a

high leadership effectiveness score.

The interrelationship of these

leadership variables had a positive relationship to the outcome of
increased high school graduates.
There were variables that accounted for 36 percent of the
variance in high school retention.

As pointed out previously, four of

these variables related not only to increased high school retention but
also to increased high school graduation.
Where more money was appropriated for supplies and equipment,
where there were more summer instructors with advanced professional
training, and where there was a staff with positive attitudes toward
minorities there was a reduction in dropout rate.

The quality of the

enrichment programs as determined by directors' ratings also proved to
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be a positive influence in high school retention.
The independent variables and accompanying correlation coeffi
cients that related to achievement test gains in both comprehension and
reading and post-secondary enrollment had too low a value to be
considered relevant.

Therefore, this study did not determine which

specific independent variables relate to gains in comprehension and
reading scores or what variables relate to post-secondary enrollment.
In one area relating to student achievement, counselors in Upward Bound
being Native American seemed to be important to the outcome of gains in
reading.

Otherwise, the specified variables of this study failed to

relate to outcome to any measurable degree in these three areas.
This researcher looked for strengths within an Upward Bound
program that dealt with a specific minority group.

The results of this

dissertation show there are strengths within Upward Bound programs that
directors and program planners can utilize.

Methods of improving

educational programs for minority students are sought by those in
authority.
possible.

The ten directors cooperated in making these results
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TABLE 9
PEARSON PRODUCT MOMENT CORRELATION COEFFICIENTS FOR THE
FIVE DEPENDENT VARIABLES WITH THE VARIABLES
COMPRISING FACTOR I

American

Counselor

Native

Salary

of

director

Salary

of

co-director

Number

of

enrichment

Emphasis
Number

on

of

English
math

N u m b e r of

science

Year

American

projects

(COUNNA)

(SALARYD)

financial

N u mber of

( DIRNA)

(SALARYC)
programs
aid

instructors

(STAFENC)

(STAFMATH)

instructors

(STAFSC)

( YEAR1)

D i r e c t o r ' s p e r c e p t i o n of c o - d i r e c t o r ' s
l eadership e f f e c t i v e n e s s (CODIRDA)
Co-director's

leadership

.8 6 * *

.03

.2 4 * *

. 14**

-.28**

.45**

. 10*

.44**

.01

-.57**

.58**

.01

.2 5 * *

.08*

-. 14**

.3 8 * *

-.09*

. 12

.04

-.48**

.82**

-. 19**

.08

.1 1 * *

18**

.3 5 * *

. 11*

.2 7 * *

.04

-. 19**

.62**

-.18**

. 15*

.03

-.38**

.72**

-.17**

. 15*

.07*

-.38**

.71**

-.17**

. 15*

.07*

-.51**

.73**

-.06

.20*

. 10*

-.13**

.40**

.20*

. 11**

.4 8 * *

-.65**

. 18**

.09*

-.44**

.03

.05

-.64**

.06

-.09

.64**

-.06

(EMPHFIN)

instructors

funded

(NUMACT)

-.46**

1

Native

HSGRAD

S t a f f ' s p e r c e p t i o n of d i r e c t o r ' s
leade r s h i p style L (STAFFD1)
perception

leadership
Director's

style

of

style

-. 14*

-.08*

-.06*

co-director's

l (CODIRDl)

p e r c e p t i o n of

Leadership

. 15*

effectiveness

(COADAPT)

Director's

GAINREAD

o
ui

Director

GAINCOMP

PSE

HSDROP

-.09*

co-director's

3 (CODIRDl)

-.31**

^Significant at .05 level
**Significant at .001 level

.22*

.06*
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TABLE 10
PEARSON PRODUCT MOMENT CORRELATION COEFFICIENTS FOR THE
FIVE DEPENDENT VARIABLES WITH THE VARIABLES
COMPRISING FACTOR II

D i r e c t o r ’s

leadership

Co-director's
( C O S T Y L E 1)
Staff's

leadership

p e r c e p t i o n of

leadership

style

style

3

2

(DSTYLE2)

style

leadership

Co-director's
(COSTYLE2)
Staff's

Director's

of

2

perception

leadership
Number

style

style

social

3

style

3

(DSTYLE3)

style

of

Number

of

for

. 10*

-.02

.2 5 * *

-.41**

. 12*

-.003

.4 6 * *

-.20**

-.37**

.05

-.01

-.04

-.23**

.01

.3 8 * *

-.27**

-.24**

.01

-.19**

.38**

-.13*

.03

.003

-.17**

.8 0 * *

-.12*

.06

. 10*

-.31**

.6 4 * *

-.06

.22*

.06*

-.04

.69**

-.16**

.2 8 * *

.04

-.31**

-.04

-.40**

-.21**

-.48**

.82**

-.11**

-.22**

Native American

enrichment

(TRAVEL2)

-.12**

-.02

instructors

program ratings

Expenditures

.2 2 * *

. 19*

co-director's

(CODIRD3)

( E N GNA)
Enrichment

.2 4 * *

director's
(STAFFD2)

studies

instructor

-.45**

PSE

2

(STAFSS)
English

.3 8 * *

GAINREAD

director's
(STAFFD3)

leadership

p e r c e p t i o n of

leadership

HSGRAD

1

D i r e c t o r ' s p e r c e p t i o n of c o - d i r e c t o r ' s
l e a d e r s h i p sty l e 2 (CODIRD2)
Director's

GAINCOMP

HSDROP

(RATING1)

programs

student

(NUMACT)

-.11

. 11**

-.06

-.20*

.05

-.19**

-.08

. 1 l**

.11*

travel

*Significant at .05 level
**Significant at .001 level

-.02

.01

.002

TABLE 11
PEARSON PRODUCT MOMENT CORRELATION COEFFICIENTS FOR THE FIVE DEPENDENT
VARIABLES WITH THE VARIABLES COMPRISING FACTOR III

HSDROP

HSGRAD

GAINCOMP

GAINREAD

PSE

-.0 2

.04

-.25**

.04

.05

Educational level of science
instructors (NUMSTASC)

-.06*

.34**

-.08

.16*

.05

Educational level of math instruc
tors (NUMSTAFM)

-.44**

.29**

-.09*

-.0 1

.07*

Money expended for supplies/equipment
(SUPPLIES)

-.43**

.05

-.06

-.04

.03

Director's leadership style 1 (DSTYLE1)

-.23**

.1 1 **

-. 15*

-.19*

.06*

Director's leadership style 4 (DSTYLE4)

.09*

-.05

.15*

.17*

Co-director's leadership style 3
(C0STYLE3)

.05

-.36**

.07

-. 16*

-.03

Staff's perception of director's
leadership style 4 (STAFFD4)

.002

-.54**

.02

-.08

-. 1 0 *

*Significant at .05 level
**Significant at .001 level

-.0 1
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Educational level of English
instructors (NUMSTAFE)

TABLE 12

HSGRAD

GAINCOMP

Money expended for student recreation
(RECREATE)

-.31**

05

-.14*

Minority attitude of staff (STEREOS)

-.62**

30**

-.16**

-.18*

Minority attitude of director
(STEREOD)

.56**

16**

.07

.02

-.003

Educational level of social studies
instructors (NUMSTASS)

.35**

08*

.009

.28**

o
i

GAINREAD

o

00

HSDROP

1

PEARSON PRODUCT MOMENT CORRELATION COEFFICIENTS FOR THE FIVE DEPENDENT
VARIABLES WITH THE VARIABLES COMPRISING FACTOR IV

PSE

-.0 1

.08*

-.43**

05

-.06

1

o
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Educational level of other instructors
(NUMSTAOT)

.03

Director's leadership effectiveness
(DADAPT)

-.02

2 1 **

-. 2 2 **

-.16*

.004

28**

.1 1 *

Director's perception of co-director's
style 4 (C0DIRD4)

*Significant at .05 level
**Significant at .001 level

.11**

.33**

.04

TABLE 13
PEARSON PRODUCT MOMENT CORRELATION COEFFICIENTS FOR THE FIVE DEPENDENT
VARIABLES WITH THE VARIABLES COMPRISING FACTOR V

HSGRAD

GAINCOMP

GAINREAD

PSE

.04

-.64**

.03

.25**

-.16**

-.08*

-.2 2 **

.07

.32**

-.05*

.004

7 9 **

.15*

.2 2 **

-.14**

Reservation student residence
(RESERVE)

-.08*

-.56**

.15*

.2 1 *

-. 1 1 **

Reservation/non-reservation student
residence (BOTH)

-.18**

.33**

-.25**

-.27*

.13**

Staff's perception of director's
leadership effectiveness (STAFFDA)

.62**

.34**

-. 1 1 *

-. 15*

.06*

Co-director's leadership style 4
(C0STYLE4)

.1 0 *

Director's perception of co-director's
leadership style 2 (C0DIRD2)

.46**

Recreation director Native American
(RECNA)
Use of advisory boards (MEETING1)
Salaries of summer instructors
(SUMMER)

^Significant at .05 level
**Significant at .001 level
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HSDROP

-.33**

.2 0 **

.17**

-.04

.35**

-.23**

-.08*

.01

TABLE 14
PEARSON PRODUCT MOMENT CORRELATION COEFFICIENTS FOR THE FIVE DEPENDENT
VARIABLES WITH THE VARIABLES COMPRISING FACTOR VI

GAINCOMP

HSDROP

HSGRAD

Math instructor Native American
(MATHNA)

-.18**

.33**

.25**

.17*

.13**

Science instructor Native American
(SCNA)

-.18**

.32**

.25**

.17*

.13**

Family factor (FFACTOR)

-.08*

.13**

**Significant at .001 level

1

o
-O*

PSE

.06*
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*Significant at .05 level

-.0 2

GAINREAD

CHAPTER V

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

Summary
Many programs that deal with minority students have a special
purpose or intent that make them unique.

So it is with Upward Bound.

This program's goals are to assist in the education of disadvantaged
youth, to motivate them to finish high school, and to encourage them
to enroll in a university.

Upward Bound began as a pilot project in

1965 as an extension of Pres. Lyndon B. Johnson's Great Society
Program.

Funding was provided under the 1964 Economic Opportunity Act.
The goals of Upward Bound were perceived to be related to the

national goal of improving the quality of Indian life.

Native American

youth, with typically low involvement in educational pursuits, pattern
for themselves a life of underachievement.

A society of well-educated

and fully trained young Native American adults is needed to improve
Indian life.
The purpose of this study was to identify, within Upward Bound
projects whose enrollment was predominately Native American, certain
resource characteristics that related to specific project outcomes.
Ten Upward Bound directors in eight states participated in giving the
necessary information to make this study possible.

The project

locations were in the states of Arizona, Colorado, Idaho, Michigan,
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Montana, North Carolina, North Dakota, and Utah.

The total student

enrollment in the projects was 885.
Fifty-nine independent variables and five dependent variables
were derived from a questionnaire, a minority attitude survey, and a
leadership effectiveness and adaptability instrument.
for computer analysis.

These were coded

This researcher chose a quantitative approach

for this study because a statistical treatment was deemed as being most
appropriate to determine the existence of relevant dependent variables
and their interrelationships within the fifty-nine independent variables
identified as having a possible relationship to outcomes.

The five

dependent variables were achievement test gains in comprehension,
achievement test gains in reading, high school dropout, high school
graduate, and post-secondary enrollment.
The relevant dependent variables were isolated for inclusion in
the regression analysis following factor analysis.

The Varimax Rotated

Factor Analysis was used to determine patterns of interrelationships
among the variables.
were produced.

Six factors with eigenvalues greater than one

By this data-reduction technique, the original indepen

dent variables were grouped into more manageable factors.

A stepwise

multiple linear regression technique was used to measure the effects
of the six independent factors on the five dependent variables.
The five null hypotheses stated that there were no statistically
significant relationships between a posteriori determined factors
extracted from the independent variables and Upward Bound project
outcome of achievement test gains in comprehension, achievement test
gains in reading, number of high school dropouts, number of high school
graduates, and enrollment in post-secondary education.

High
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correlations were found between Factors I, II, and V and number of high
school graduates.

Modest correlations were found between Factors I and

III and number of high school dropouts.

Low correlations existed between

achievement test gains in comprehension, achievement test gains in
reading, and post-secondary enrollment and five of the six factors.
Factor VI did not have an acceptable level of significance except with
the number of high school dropouts.

Because there was a relationship

between one or more of the independent factors and each of the dependent
variables, the five null hypotheses were rejected.
The Pearson Product Moment Correlation Coefficient was used to
assess the degree of relationship between the independent variables
included in Factors I through Factor VI and the five outcome variables.

Limitations
There are limitations associated with every study and the
statistical procedure used in that study.

Following are limitations

which may have influenced this study.
1.

Four additional Upward Bound directors with a large enroll

ment of Native American students in their programs declined to
participate in the study.
2.

The Social Distance Scale used was an attitude scale.

The

use of such scales may not provide data that would be as objective as
that provided by observing behavior.
3.

The selection of the independent variables that affected

Upward Bound student outcomes was at the informed discretion of the
researcher.
4.

The Pearson coefficients reflect simple correlations and do

not allow for the influence of other variables that could otherwise
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affect the strength and direction of the simple correlations.
5.

Incomplete standardized test scores from various projects

hindered the analysis of academic achievement within the Upward Bound
proj ects.
6.

Projects generally did not record the post-secondary

performance of participants, thus such post-secondary data are
incomplete and not measured in this study.

Conclusions
I believe that many of the variables examined in this study
have positively influenced the number of Native Americans who graduated
from high school in 1983 after participating in Upward Bound.

These

variables are Native American director; director's salary; the number
of enrichment programs; Upward Bound years on campus; the number of
summer instructors in math, science, English, and social studies; and
Native American counselor.

The leadership variables that influenced

high school graduation included the director's perception of the co
director's leadership effectiveness, the director's perception of the
co-director's leadership style as low task/high relationship, and the
staff's perception of the director's leadership style as high task/
high relationship.
The variables that influenced high school retention are Native
American director, director's salary, the number of enrichment
programs, Upward Bound years on campus, enrichment program ratings,
money for supplies and equipment, educational level of math and other
summer instructors, and attitude of staff toward minorities.

No

leadership variable significantly influenced high school retention.
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Almost none of the independent variables selected for this study
were highly correlated to achievement test gains in comprehension or
to enrollment in post-secondary education.

Only one variable, Native

American counselor, appeared to influence achievement gains in reading.
Four independent variables— the number of enrichment programs,
Upward Bound years on campus, Native American director, and director's
salary— related positively to the two outcomes with the greatest
percentage of variance.

The two outcomes that were accounted for by

these four independent variables were high school dropouts (retention)
and high school graduates.

The positive relationship of these four

independent variables to these two outcomes is the most important
finding of this study.
Enrichment activities are important to Upward Bound.

These

special intellectual, social, and cultural programs related not only
to increased high school retention but also to an increase in the number
of high school graduates.

Indian youth, particularly those from

reservations, suffer from an isolation— albeit self-imposed— that
separates them from the mainstream of society.

Hammerschlag (1974)

felt that Native Americans lived on reservations as a retreat from the
dominant white culture.

An isolated reservation does not provide the

Indian student with the same experiences as those provided a white child
by his middle-class environment (Barnette 1968; Johnson 1970).

Perhaps

this is one reason enrichment activities in Upward Bound prove
successful for Native American youth.

It may be an exciting and

challenging time for a Native American student to arrive on a college
campus, possibly for the first time, experience dormitory life and
social interaction with others, and be exposed to cultural and practical

Ill
arts.

These enrichment programs may act as a stimulus to learning for

the Indian student.
My study showed that the continuing years of service and
continuity of an Upward Bound project related positively to both high
school retention and high school graduation.

The longer an Upward Bound

program has been on a college campus, the greater the achievements.
The longer a compensatory education program has been in operation, the
greater the success.

The National Assessment of Educational Progress

(1981) agrees with my findings and conclusions.
When Upward Bound directors were Native American there was an
increase in high school retention and a greater number of high school
graduates.

A 1980 report by the Education Commission of the States

noted that role models for Native American youth were important.

Falk

and Aitken (1984) found that having faculty and staff who were Native
American was vital to the retention in college of Native American
students.

Perhaps Native American youth in Upward Bound take pride in

working with administrators from their own race.

It is possible that

Native American directors are more aware of the special needs of Indian
students and plan their programs around these needs.

One Native

American Upward Bound director recalled his college experiences in
which he remembered being so handicapped by his inexperience with the
dominant culture that he was determined that his Upward Bound Indian
students would not suffer from the same handicapping conditions.
This study concluded that paying administrators larger salaries
for organizing, planning, and directing the Upward Bound programs
resulted in an increase in high school retention and high school
graduation.

Studies by Benson (1968) and by Geske and Zuelke (1982)
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showed that administrative salaries were related to gains in achievement.
Higher salaries must attract better, more capable people.
Other variables in my study related individually to high school
retention and to high school graduation but not to both.

For example,

the more summer instructors there were in math, science, English, and
social studies the greater the increase in high school graduation.
More instructors likely provide for increased individual interaction
between instructor and student.

Perhaps this type of association was

what the Native American students needed to bolster their feelings of
self-worth and encourage them to greater academic achievement.

As

McMahon and Geske (1982) and Rossmiller (1982) suggested in their
research, teacher-related variables do increase student achievement.
One other independent variable, Native American counselor,
positively affected two outcomes— high school graduation and achievement
gains in reading.

My interpretation of these findings is that Native

American Upward Bound students who achieved academically and completed
high school were influenced by Native American counselors with whom
they developed a close personal relationship.

By virtue of their

training, it is assumed that counselors are more sensitive to the needs
of those they counsel.

Perhaps Native American students felt more

comfortable expressing their frustrations and their aspirations to a
person of their own race.

Native American counselors may have greater

success with Native American students due to what Fuchs and Havighurst
(1972) described as being important to Native American youth— role
models.
The more money spent on supplies and equipment in an Upward
Bound educational program, the more likely Native American students were
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to remain in school.

Unfortunately, educational supplies and equipment

are often lacking in Native American school systems.

Providing

adequate supplies and equipment may motivate Native American students
to remain in school.
There was a positive correlation between the higher the
educational level of the math and other summer instructors and the
retention rate of Native American students in high school.

Perhaps the

advanced training of these instructors in their respective disciplines
made them better able to prepare programs to fit the educational needs
of the disadvantaged student.

Geske and Zuelke (1982) also found that

a teacher's degree level was associated with an increase in the math
scores of public school students in a midwestern school district.
The variable, attitude of the staff towards minorities, related
positively to high school retention.

It is likely that Native American

students feel a kinship to a staff that genuinely addresses their
concerns.

Positive attitudes toward minorities as exhibited by Upward

Bound staff should counteract the stereotype of Native Americans as
described by Iglitzin (1972), Stensland (1974), and Jose (1981).
The Hersey and Blanchard LEAD Self and LEAD Other did not lend
itself effectively to factor analysis and positive and negative correla
tions.

Of the many leadership scores only three resulted in a positive

correlation.

The staff's perception of the director's leadership style

2 , high task and high relationship; the director's perception of the

co-director's leadership style 3, low task and high relationship; and
the director's perception of the co-director's leadership effectiveness
did relate significantly to the variable, high school graduation.
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Of the remaining scores, many seemed inappropriately related.
With the variable of high school retention, for example, three leadership
qualities related in an inverse (positive) correlation: the staff's
perception of the leadership effectiveness of the director; the leader
ship effectiveness of the co-director; and the director's perception of
the co-director's leadership style 2 , high task and high relationship.
The interpretation that these leadership qualities hinder high school
retention seems unexplainable.
For the variable of high school graduation six leadership
qualities related in a negative correlation: the director's leadership
style 2 , high task and high relationship; the co-director's leadership
effectiveness; the director's perception of the co-director's leader
ship style 1 , high task and low relationship; and the staff's perception
of the director's leadership style 1 , high task and low relationship,
style 3, low task and high relationship, and style 4, low task and low
relationship.

The interpretation that these leadership qualities hinder

high school graduation seems unrealistic.
This study found that as the number of reservation students in
Upward Bound increased, the number of high school graduates decreased.
As long as Upward Bound projects continue to enroll Native American
students from reservations, the challenge and the necessity for Upward
Bound remain.

This study points up the need for increased assistance

to the student coming from the reservation so that he will remain in
high school and graduate.
Some of the independent variables in this study did not relate
to outcomes at all or related to a modest degree only.

Under the

finance category, for example, stipends paid to students, as well as
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the amount of grant money allocated, did not relate to outcomes in a
statistically significant manner.

Money spent for staff and student

travel, recreation, and the salaries of summer instructors did not
contribute significantly to outcomes.
Under the staff category, the years of experience of the
director and the presence of Native American instructors were not
significant.

While studies by Banks (1977) and Fuchs and Havighurst

(1972) and legislation by the federal government have emphasized the
need for Indian teachers, my study did not reach the conclusion that
American Indian instructors were necessary for a successful Upward
Bound program.

Perhaps qualified teachers regardless of race are

successful in their relationships with American Indian students.
Under the student category, the students' years in Upward Bound
and attendance in either the school year, summer session, or both did
not make a difference regarding outcomes.

Whether the students came

from one-parent, two-parent, or extended family homes did not relate
significantly to outcomes.

This finding would indicate that the concept

of the extended family may still be important and fulfilling a need
for the American Indian.

Under the program category, the presence of

advisory boards did not influence outcomes.
In my study, as in many others, some findings are difficult or
impossible to explain.

As the salaries of summer school instructors

decreased, for example, high school graduation increased.

Where the

recreational directors were Native American, the number of high school
graduates decreased.
In this study there was a positive relationship between the
attitude of staff toward minorities and an increase in high school
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retention.

The reverse was true for directors.

As the directors'

scores on minority attitudes rose so did high school dropouts.

The

potential dropout was apparently influenced more positively by the
attitude of the staff than by the attitude of the director.

Recommendations
Based on the results of this study, and my background as an
Indian educator, I can offer the following recommendations regarding
Upward Bound programs that enroll primarily Native American students:
1.

The sponsoring agency of an Upward Bound project should

select a project director who is of Native American descent.
2.

The sponsoring agency should use a measure of leadership

criteria as part of its screening process for employing a project
director.

Strong consideration should be given to those applicants who

exhibit high task and high relationship leadership styles.
3.

The sponsoring agency should pay top administrative salaries

in order to attract leaders of the highest quality and ability.
4.

Because more instructors in all subjects seemed to improve

the learning situation for Native American students, the project director
should hire an optimum number of summer faculty.
5.

The project director should maintain a high percentage of

Native American counselors on the staff.
6.

The project director should insist on hiring instructors

who have advanced degrees in their fields and applicants for positions
should be required to verify their skills as part of the employment
process.

For example, applicants could discuss a course syllabus,

submit a lesson plan, or describe materials and resources to be
utilized.
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7.

The project director should develop or adapt procedures to

determine what attitude applicants have toward minorities.

One

possibility would be to allow Native American students to participate
in an interview with the applicant.

In this way students could not only

have representation in the hiring process but also assist in determining
the attitudes of potential employees toward cultural awareness.
8.

The project director should conduct orientation workshops

with all staff prior to their contact with students.

This workshop

should be designed to acquaint the staff with the cultural background
of the Native American student, dispel stereotypes of Native Americans,
and improve the staff's attitude toward Native American youth.
9.

Money should be budgeted for additional educational

supplies and equipment.

Learning kits, laboratory supplies, workbooks,

electronic equipment, and other educational tools apparently motivate
the Native American student in the classroom.
10.

Cultural enrichment programs should introduce Native

American students to experiences not common to their own culture.
11.

The project director should develop goal-specific enrichment

programs that blend Native American cultural activities and fine arts.
Students should evaluate all activities so that staff will be enabled
to design future programs that are broadening and meaningful.
12.

The project director and recreational director should

design a recreation program that encompasses a wide range of activities
that extend physical, mental, and social skills.
13.

The sponsoring agencies, project directors, advisory

boards, tribal leaders, and Indian communities should make every effort
to assure continuation of Upward Bound projects because of their
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positive benefits for Native American students.
14.

Other than Upward Bound, no national or regional program

is designed to prepare Native American high school students for admission
to colleges or universities.

Indian communities and tribal councils

need to consider providing to Native American youth some of the services
now provided by Upward Bound.
15.

The older, more established Upward Bound projects should

share with other Upward Bound projects that serve primarily Native
American students those ideas, programs, and materials that have proven
successful with these students.
16.

Established Upward Bound projects should be given first

consideration in the allocation of grants from federal funds.

It

appears that the older, more established projects are more successful
than the newer ones in meeting the educational needs of Native American
youth.

Recommendations for Further Study
The following recommendations for further study are made as a
result of the findings from this study.
1.

The same research methods used in this study should be

employed with other minority groups in order to provide information
concerning those groups.

Researchers need to discover the similarities

and differences of other minority responses in order to provide
information which will assist Upward Bound projects in developing
policies to assist all minority students.
2.

The same research methods used in this study should be

employed with Upward Bound projects that do not have a large percentage
of minorities.

Parallels and dissimilarities should be compared.

These

119

findings would assist Upward Bound projects in overall organizational
planning.
3.

Other leadership instruments should be employed to test

their effectiveness on compensatory education programs for minorities.
There must be a test of leadership that properly measures leadership
qualities of administration in an Upward Bound project with a
predominate Native American enrollment.
4.
recommended.

Further research on finances and Upward Bound are
This study did not explain why money appropriated to each

project did not seem to influence outcomes.

Unanswered also is the

question as to whether more or less money would relate to outcomes.
In conclusion, it would be desirable if the findings of this
study are considered for implementation in Upward Bound programs.
The creation of practices that bring identified techniques into align
ment with effective educational practices will surely have a positive
impact upon the education of Indian youth.
Indian people need supplemental educational programs to enrich
and promote success and as a key to achieving economic parity.

Education

serves as a catalyst for improvement in socioeconomic conditions.

As

a national program, Upward Bound provides a bridge between high school
and college for the Native American student.

APPENDICES

APPENDIX A
QUESTIONNAIRE
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Project One

Purpose:

I.
II.

III.
IV.

V.

To review your program with other programs for working with
Native American students.

Enclose a copy of 1982-1983 budget.
What year did the Upward Bound program first come on your
campus? ________
Total grant for the 1982-1983 year $__________
What tribes does your UB project serve? _________________________

Are your students reservation Indians___non-reservation Indians
or both
?

Project Two

Purpose:

I.

Measurement of influence of summer basic skills/college
preparatory UB faculty.

Identify the teaching staff in 1982-1983 summer UB program:

Math*
*

English

Science

Social Studies

_______

_______

______________

*For example:

Director:

Other
(Identify)
as
solid course
(ex) Writing

Was your summer UB Math instructor a college pro
fessor, public school teacher, graduate student,
college graduate? If other, please specify.
Identify every instructor for each course.

Native American

Math instructor:

Yes___

Native American

No___
Yes___

No___

English instructor:

Native American

Yes___

No___

Science instructor:

Native American

Yes___

No___

Recreational director:
Head counselor:

Native American

Native American

Yes

Yes___
No___

No
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Project Three

Purpose:

I.

Description of the uniqueness of your special areas. Measure
ment of student activities other than academic. UB year 1982
1983.

Brief description of all cultural enrichment projects (field trips,
speakers, socials, etc.). Evaluation of the outcomes of these
proj ects.
Project or Activity:

Excellent
Very Good
Good
Fair
Poor

Check one (/)

Project or Activity:

Check one (/)

Excellent
_____Very Good
_____Good
_____ Fair
Poor
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Project Four

Purpose:

I.

For measurement of projects-students involved in UB, grade
point average (GPA), enrollment in post-secondary education
(PSE), family factor, high school dropout, high school
graduation, emphasis on financial aid assistance, advisory
board meetings, and number of years of experience of the
director in Upward Bound.

List by code name all the students in your 1982-1983 UB program
for both UB school year and summer session; their grade level;
their GPA through their last completed term; whether Indian/nonIndian; total years in UB including 1982-1983; and, if seniors,
whether they enrolled in post-secondary education (PSE). Code
the last column one (1) for one parent; two (2) for two-parent
family; three (3) for extended family (child housed in other than
parents' home).

Example:
Code
Name

Grade
Level

UB Sch Yr

UB SS

GPA

A-1

12

X

X

2.6

Indian
Yes

Yrs in
UB

PSE

Family
Factor

2

X

1
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II.

III.

IV.

How many UB students dropped out of high school, grades nine
through twelve, school year 1982-1983? Total: __________
How many juniors (grade 11) were enrolled in UB for the year
1981-1982? Total: __________ . Of this total, how many graduated
from high school after being enrolled in the UB as seniors 19821983? Total: __________ .
How much emphasis is placed on financial aid assistance? On a
scale from one to five, with one being the least emphasis and
five being the most, circle one: 1 - 2 - 3 - 4 - 5

V. How many times during the year did your advisory board meet?
Total: __________ .
VI.

How many years of experience has the director had in Upward
Bound? Total:
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Project Five

Purpose:
I.

Measurement of academic growth.

Results of pre-post Standardized Achievement Tests.
results 1982-1983 UB students by code name.

Pre-post

Example:

Code
Name

Test
Name

A-1

Iowa Test
of
Basic Skills

Pre-Test
Results
Raw Scores Gr Lvl
Math 22
Science 19
English 27

11.2
10.3
12.4

Date
Admin'd
6-83
Same
(I

Post-Test
Results
Raw Scores Gr Lvl
Math 25
Science 20
English 29

11.9
10.5
12.6

Date
Admin'd
7-83
Same
M
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INPUT (INDEPENDENT) VARIABLES

Student
Reserve - Reservation
Both - Reservation and non-reservation
UBYRS - Years participation in Upward Bound
FFACTOR - 1, 2, 3, - One parent, Two parent, Extended family
UBSS - Summer session
UBYEAR - School year session
Program
YEARI - Year projects funded
RATINGI - Likert scale 1-5 enrichment program ratings
NUMACT - Number of enrichment programs
MEETINGI - Number of advisory board meetings
EMPHFIN - Likert scale 1-5 emphasis on financial aid
Staff
STEREOD - Likert scale 1-5 minority attitude of director
STEREOS - Likert scale 1-5 minority attitude of staff
EXPERXN - Years experience of director in Upward Bound
NUMSTAFM - 1, 2, 3, A - Educational level of math instructor (1) College graduate
NUMSTAFE - Educational level of English instructor
(2) Graduate student
NUMSTASC - Educational level of science instructor
(3) Public school teacher
NUMSTASS - Educational level of social studies instructor
(A) College professor
NUMSTAOT - Educational level of other instructors
STAFMATH - Number of math instructors
STAFENG - Number of English instructors
STAFSC - Number of science instructors
STAFSS - Number of social studies instructors
STAFOTH - Number of additional academic instructors
DIRNA - Director Native American (1) No (2) Yes
MATHNA - Math instructor Native American
ENGNA - English instructor Native American
SCNA - Science instructor Native American
RECNA - Recreation director Native American
COUNNA - Counselor Native American
Finance
SALARYD - Salary of director
SALARYC - Salary of co-director
SUMMER - Salary of summer instructor
TRAVEL1 - Expenditures for staff travel
TRAVEL2 - Expenditures for student travel
RECREATE - Expenditures for student recreation
SUPPLIES - Expenditures for supplies and equipment
STIPENDS - Monies for students
GRANT - Total grant funds
Leadership
DSTYLE1 TO DSTYLEA - Director's four leadership styles
DADAPT - Director's effective leadership score -2A to 2A
C0STYLE1 TO COSTYLEA - Co-director's four leadership styles
COADAPT - Co-director's effective leadership score -2A to 2A
STAFFD1 TO STAFFDA - Staff perception of director's leadership style
STAFFDA - Staff perception of director's effective leadership score -2A to 2A
C0DIRD1 TO CODIRDA - Director's perception of co-director's leadership style
CODIRDA - Director's perception of co-director's effective leadership score -2A to 2A

129

OUTPUT (DEPENDENT) VARIABLES

Pre/Post Achievement Test Gain
GAINCOMP - Gain/loss comprehension

Pre/Post Achievement Test Gain
GAINREAD - Gain/loss reading

High School Dropout
HSDROP - High school dropouts grades 9 to 12 from Upward Bound
school year 1982-1983

High School Graduate
HSGRAD - Senior high school graduates of 1983 that were in Upward
Bound as juniors and seniors

Post-secondary Enrollment
PSE - Upward Bound seniors that enrolled in post-secondary
education

APPENDIX C

RESULTS OF THE FACTOR ANALYSIS

131

TABLE 15
SUMMARY TABLE FOR PRINCIPAL COMPONENTS FACTOR ANALYSIS

Eigenvalue

Percent of
Variance

Cumulative
Percent

I

14.37498

25.2

25.2

II

9.84390

17.3

42.5

III

7.06312

12.4

54.9

IV

6.35610

11.2

66.0

V

5.75829

10.1

76. 1

VI

5.74622

1 0 .0

86.1

Factor
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TABLE 16
VARIMAX ROTATED FACTORS FOR THE FIFTY-NINE
INDEPENDENT VARIABLES

Variable

Factor I

Factor II

Factor III

Factor IV

Factor V

Factor VI

YEAR1
GRANT
STAFMATH
STAFENG
STAFSC
STAFSS
STAFOTH
NUMSTAFM
NUMSTAFE
NUMSTASC
NUMSTASS
NUMSTAOT
ENGNA
DIRNA
RECNA
COUNNA
RATXNG1
NUMACT
EMPHFIN
STEREOD
STEREOS
DSTYLE1
DSTYLE2
DSTYLE3
DSTYLE4
DADAPT
COSTYLEl
COSTYLE2
COSTYLE3
COSTYLE4
COADAPT
STAFFD1
STAFFD2
STAFFD3
STAFFD4
STAFFDA
CODIRD1
CODIRD2
CODIRD3
CODIRD4
CODIRDA
EXPERIN
MEETING1
SALARYD
SALARYC

.65911
.12258
.71647
.58386
.71647
.53438
.08464
-.06616
.06744
.02212
.28028
.22792
-.00574
.84009
-.07351
.80422
-.10556
.61250
.78739
-.36221
.07732
-.25589
-.08484
-.02801
.34048
.05134
-.05057
.11187
-.19342
.30646
-.76130
-.55145
.42150
-.05371
-.19765
.17404
-.73611
-.13143
.67114
.35740
.77538
-.20701
.30989
.80234
.69674

-.35176
-.03600
-.47629
-.31500
-.47629
-.69792
-.28529
-.07365
-.13694
-.07431
-.21123
-.29542
.55330
-.31198
-.01764
-.08151
.68952
-.55557
.19756
.27081
-.02540
.23069
.79309
-.79452
.01903
-.12432
.88653
-.79972
.28426
.23313
.22214
-.06877
-.58688
.86383
.04513
.31045
.14367
.73256
-.55182
-.17635
.42785
.31051
.32257
-.30664
.22571

.29208
.16864
.27221
.25406
.27221
.10845
-.36287
.75571
.83039
.83857
.35088
-.36170
.02604
.19554
-.08633
-.08660
.47555
.19857
-.09536
.28769
.02806
.74885
.08897
.34334
-.92001
.38091
.21292
.38484
-.83437
.33549
-.41045
.41451
.39408
-.29271
-.77109
-.04816
.32568
-.10655
-.39450
.41457
-.21239
-.24439
.21768
-.18742
-.37370

.48362
.41853
.38000
.19923
.38000
-.18946
.03927
.20442
.21012
-.08222
-.69725
.73015
-.32021
-.19031
-.05210
-.38931
.32616
.18240
-.49679
-.55483
.80264
.14623
-.44445
.40864
-.02744
.73015
.12004
-.28128
.30002
-.01635
-.41074
-.12515
-.00824
.01545
.10711
-.35848
.10286
.05249
.03312
-.63722
-.24038
-.41928
-.13461
.28663
.06433

-.03782
.32604
-.13697
-.48626
-.13697
-.33762
-.53419
.11356
.12678
-.03055
.10161
-.40289
.02528
.05277
.91764
-.02518
.17347
-.28336
-.12222
-.46635
-.06481
-.12319
.13455
-.13147
.04345
-.37258
-.24769
.02349
.04766
.56476
.02832
.47165
-.48121
-.03054
.44925
-.75414
.45003
-.55820
-.12803
.26354
-.12819
.41017
.59511
.18458
-.29016

.01984
-.03461
-.00891
-.02085
-.00891
-.01480
.00669
.02710
-.03168
.02325
-.01920
.00257
.03647
-.00227
-.01471
.01047
.00099
-.00312
-.00359
-.01252
.01019
.01009
.00655
-.01677
.01573
-.03089
.01815
-.01207
.00430
-.01333
.00684
.00489
-.00004
-.01022
.01534
.00783
-.02432
.00274
.02162
.01766
.00768
-.00889
.01646
-.00778
-.01547
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TABLE 16— Continued

Variable

Factor I

Factor 11

SUMMER
TRAVEL1
TRAVEL2
RECREATE
SUPPLIES
STIPENDS
UBYEAR
UBSS
UBYRS
RESERVE
BOTH
MATHNA
SCNA
FFACTOR

-.26178
-.15970
.04078
-.04367
-.01681
.45327
.31690
-.12529
-.15454
-.33032
.24139
-.09189
-.09189
-.09499

.18297
.46067
.64710
.13724
-.04019
.16733
.20250
.51023
.07092
-.19838
.02941
.09757
.09757
.13244

Factor III

.03632
.46004
.51305
.40480
.65611
-.08852
.04439
-.04144
-.01379
-.19600
.32334
-.06062
-.06062
-.05733

Factor IV

Factor V

Factor VI

.03869
.46234
.35908
.83754
.54439
.24033
-.08113
.00573
.01123
-.36372
.44829
-.02164
-.02164
-.04160

.83323
.16245
.23234
.15518
.13141
.28003
-.14524
.32569
.12935
.75929
-.68391
.09587
.09587
.00805

-.02667
.00028
-.00586
-.00951
.00809
.00318
.01154
-.00472
.39400
-.00998
-.03336
.95709
.95709
.89400
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